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N .
This volume takes a much needed and challenging look at the rela-

tionship between curriculum development and inservice education. It
does so by examining several approaches actually under way in schools.
Most of these illustrations are experimental situitions and thus are
well documented. Such dotumentation will be especially helpful o any
school or college interested in implementing or adapting the approach
degeribed. : :

* A second significant aspect of this volume is the challenge posed to
linear-sequential thinking in curriculum development This challenge
is perhaps especially timely in the 1970s as we recognize that ,no
single track or unidimensional approach is edequate for the eomplex ity

of school improvement. * ]
Teacher Corps hopes that this volume will be of &pecial interest t
Teacher Corps projects and other innovative programis .of inservice™

teeeher edi.leation Mere irﬁp‘eftent Teaeher Corpe expeete that the

C,Drpe is pleased tD pe;tlelpate with the Association clf Teae‘her Edu=
cators in supporting this important effort. :

William L. Smith ¥
Director
Teacher Corps
Washington, D.C.
May 1978
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As the Association of Teacher Educators (ATE) enters a new era—
and indeed a new-era is dawning (e.g., solvency, renewed commitment,
erilarged ‘program concern, and braader membershlp in the teacl‘ier

:ria'y )

ng curntzulum develapmerit and inservice Edutatmn

everal of many dimensions of curriculum’ develgpment receive at-
ntion. Moving away from linear thinking in curriculum marks a new
direction. At the same_time the further professionalization of teac}uﬂg

_is addressed by reporting ways in which teachers are engaged in de-

cisinnsmaking, research, and other aspects of professional service.

We are indebted to James Steffensen of Teacher Corps for his sup-
port on this volume Exitu Jon Schaffarzick of the National Institute
of Education for his ice and coufsel: We also salute the work of

Margo Johnson as production manager and technical editor.
. - {

- - " . Robert]. Stevenson
- Executive Director
' Association of Teacher Educators

—Washington, D.C.
May 1978
A
£
a ) -
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Why Iﬁtegrate

Cumculum Development and
. Inservice Education?

Ty

Roy A. Edelfelt and E. Brooks Smith

The numerous efforts over the last several decades to improve
school curriculum have not made enough difference in what happens
to students in school. ‘A" number of reasons account for this state of
affairs. Certainly one difficulty is our inability .to keep pace “with the
fapld rate of change. Anotheris the fantastic growth of the popula-
tion in the last half-century. But there are still ‘other reasons that are
more particular to education,

Curriculum development has almost always been plecemealsfor
example, an overhaul of science courses at the high school level, the
introduction of Head Start and Follow Through programs to give the

!dizsadvantagéd child a better beginning, or a fdcus on the inquiry

approach or the improvement of questioning. In addition, and perhaps
more xmpnrtaﬂt mGdEIS Fm‘ currn:ulurn dEVElﬂmeﬂt have usually

just a muple of dlmensmns—say, iUTTILqum cantent and methnd==

does not have much impact unless other dimensions—for example, in-

'service education of teachers, grouping of students, organization and

use of time, teacher involvement in decision-making, and school-
community relationships—are’dealt with at the same time.

One of the strongest influences behind linear thinking in.curricu-
lum development “was the division of the world of knowledge into
disciplines or subjects, which eventually produced the subject-matter
curriculum. Echglarsg perhaps particularly in history and the sciences,
arranged their work in logical, sequential, linear modes. The approach
of their thinking and research became the arrangement of theu writ-
ing. The easy extension of this rationale to school program was that

1
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the way the subject had been arranged by the ?thdlégfﬁ'g; the nrder:;
in which it should be taught by the teacher and learned by the stu-
»dent Or the way a resean:h Expenment pmteeded was the way (a

o,

At anuther leve} of ar:twr.ty it has been assurﬂed that research ¢an
be done on-an educational problem or question, thdt the findings of
that research cas be developed into curriculum and ingjructional pro-
-grams, and ‘that those programs can then be disseminated to the
teaching profession for implementation—~the research, development, © -
and dissemination model. Recently that stralght line of attack has —-—.
. been turnéd intd a circular line that adds agse&sment and evaluation
** . of the impact of the pmgram which then béiﬂfﬂé the bases for re-

dESigﬁmg ; -

ab;a:twes in beha\ru:ral tgrms, prescﬁptmn n’r? means to meet each
objective, and development of criterion-réferenced exit tests to see
hoW nearly the learner meefs each objective. This model is the most
recent form of the Tyler scheme for curnculum organization (Tyler, .
2950).. | -
Teacher education has also proceeded on a linear model. The as-
sumption has been that teachers can be prepared to teach prior to and
largely isolated from teaching—that preparation is a sequential proc- -
ess that begins with a good liberal education for Enlightenment, is -,
followed by specialization in a subject field, and is topped off with -
study of and practice in pedagogy. The product, it is assumed, is ready .
to.teach and will remain gurrent and vital throughout a’career in
teaching. Only récently has there been recognition that inservice
study is necessary to keep abreast and find renewal. But even in-
service education has proceeded mainly on linear models, from needs
_ assessment ‘or new program objectives to training workshops and
testing to see-if teachers did what they were told to do. -

These practices in teacher education, although questmnable and
loudly criticized by teachers, are still prevalent. The faff that each
teacher develops-in his or her own unique way, that tedthi
vary and are directly related to personality, “and- that lea, Hng
cannot be’linearly sequenced gets.lip service but seefhS 0 make very
little impact on teacher edutatmn. (Not that applymg these ideas is
either easy or inexpensive.) )

All these models involve a logical, step-by-step pTDCESE that blithely
ignores the multivariant situation of- 1d335 pErEEpthﬂS and emotions,
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.of people in- different Yoles with different motives and orientations;
and of things, dlassrooms, built}fngs, and- geographies 'thé_t; make up
the educational scene. Y

Acceptance of linear models by the publu: is understandable Fqr
example, they see science as a majorgentributor t technological dd-
vance. Whén they observe tethﬁclogy in action in manufacturing and
other proddictipn (ccmducted on a linear mcdel) they assume that

~"  schooling can be much the same process. The acceptance of linear

) models is reinforced by the tradition of schools in an earlier age..The
~early curriculum of reading, ciphering, and rhetoric, in fact, was.as-
sumed to be Iagu:al and sequential in organization. :

It is comfortable for parents to accept linear curriculums. Such
curriculums seem to lead somewheré rather dlrectly, they -are ex-
plainable in terms-of cause and effect; they are simple and straight-
forward. Unfortunately they are also chimeras. The whgle enterprise
of schooling is too complex to be reduced to a single line sequence. A
few teachers and parents recognije this fact, but as yet, the number”
in either category is not large. Oxfe uf ‘the:reasons for this book is to
explore furthgr the complicated multidimensional preblem of school
improvement and to increase the number of teachers and parents who
want to deal with schooling as the complicated enterprise it is.

Because of the oversimplification of curriculum development the
results . of most 1rn[;cwement projects have been ‘negligible. Very
little has changed; indeed; development seems to be regressing. In
most situations it is at a standstill, except for a frantic scurry back to
the basics, whatever that means to each constituency that is scurryirfg.

It would be unfair to attribute back-to-basics thinking solely to the
oversimplification inherent in linear models. The values of parents who
-seek what (they think) is primery and basic to being educated may
have little to do with a linear model. A linear model is concerned with
the Steps one takes—haw t(’s gét there, ﬁpcxt Why But the two mjticms

DF warth snmethmg solid and stable and ratmnal These are nDblE
criteria, except that there is a fallacy in assuming that a logical, linear
model (in human learning) is always a solid basis on which to operate.

To dwell just another moment on the desire to find something solid .
ind ‘on the notion that there are certain basics, we are in an era of
frightened and uncertain adults who want desperately for their off-
spring.to get ready to handle life ofat least to cope with it adequately. -
The anxiety, of course, grows from all the problems people face, the
complexities of modern living. The easy way to cope with these com-

1
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. - .
- plexities. is 48" deplure them and call fof a. return to more “elemental
*sthmgssbut that is Eswﬁie wrohg choice. The better direction,
though more complex, is to consider® tultiple ‘dimensions and \their
_;uterrelaﬂwsh;ps,'[hls is not to say that nothing is basic. It is merely
to suggest that the educated persan‘*should be constantly skeptical of
things labeled basic-and highly’ stispicious of most anything that is
advertised as simple antl linear if it applies t6 human learning. —
Recent surveys and observatjons of the qurrent;currlcuLum develop-
ment scene show an almost gﬁantuﬁ situation. After_ a couple of dec-
ades af rather mtengwe hnear develapmént the desult is a SCEGDI-A

W

{

uerersal ratmnale expresssd beyund this 1is" what they’ tell us tc; do .

_ nawadays”’—and no one i too clear about who “they” are or ought
| " to be. The National Institute of Edumhun Ciftriculum Development
Task Force, in its survey report, Current Issues, Problems, and Cog- *
cerns in Curriculum Development (Schaffarzick et al., 19767, «dis- .
cussed the problem of who is involved 6t should be involvéd in cur-
riculum developméht. Respunﬁents from all walks of currieulum IIFE
felt -they were being put-upon by someone else agd felt “impotent”
the confused curriculum develnpment situation, This repért and some °
offrs"follow-up studies and papers dealt W}tb a series of unanswered
questmns that wuuld havr—: been answerable in guud part 1f the linear

ful. Ins@:ead, the resPQndents seemed merelf to be Expandrﬁg on the-—%_s_,‘*
questions. Sut:h E\fideﬁte that two decades Df linear curriculum devel—

the schuul pruwdes suppurt for the argumént that the Furce:s memg—
ing on curriculum development and the Factufs that have to be con-
sidered are multidimensional,

But rational suppost for an argument is not enough. Other influ-
ences must be jaken into account. Education is now’ big business, 2
mass market. Many people and forces that might not have been in-
terested in education 15 years ago are now watching and involved, at

- least in the economic dealings. In a‘word, education has bgcome polit-
‘ical. Decisions are made today as fuch on their political &erlts as on
their educational merits, if not more. _ ,

The textbook industry has long been an influence in fostermg lmear,
Sequentlal approaches tocurriculum. The way to' make money in the§
textbook industry is to develop a series of textbooks that will be used’
in most of the schools in the country. Textbooks can be widely used in_

‘the same form. Printing more copies is the least expensive part of ™~

e - 1 : ";
ai
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textbook production, and big profits mm%‘;xftcr the first 2,000-3,000
ca_j:’gies. In recent. years the! lakge conglomerates have bought many of
the textbook companies. So the political lobby on currfculum matters
. in Congress .or at the state house is not just Ginn and Company or
Bobbs-Merrill; it is Xeroxor ITT. Political and economic forces as
represented by thé textbopk industry”are among the biggest powers

behind a lirfear model of etirricylum.
Unless the Mpfess v

al world in.education, with cgmlmu;\,ity and
+ studehit invelvement, ex;eréi;es influence in this chaotic -predicament,
~*advocates of the old, linear approach will fill the yacuumxﬂl state-
' - controlled linear. systems ‘¥nandated by law. Then a mrajot blow, tm\\
" demacxatic and open-ended inquiry will hayt Ween struckin the guise
of accountability modeks ensuring that every student in every state will
. - éall-words and cipher on nearly the same day and same month of the
schoolyear. "< * . - T ot T ‘
Sehool administrations can "also’ be charged. with fostering lifear
 models. Mimicking 'business and industry, school administrations
. strive-for logic, sequenc’e? efficiency, angd clear lines ‘of authority. In-
stead, they should be.promoting organization, structure, and manage-
ment that best servé the purposes of a human servicer activity. Most
" accountability programs promote a linear model of input, throughput,
and output in curriculum and instruction as well as plant planning.
The result is large-enrollment schools -where the focus is more on
economic efficiency and ease of management than the quality of edu-
cational program. Getting school administrattons to support planning,
operating procedures, and eutcomes that are not primarily countable -
is a difficult task these days; Even admiinistrators who are, persuaded
that education is not merely a business often find that the foremost
concern of school boards is economic efficiency. Making the case for a
* school program focused on the healthy growth of children and youth
rather than business enterprise and efficiency.can only be done when
parents and citizens understand the choices and demand tlﬁiat boards

A 13

of education and adininistrators provide such a program.

i

Additional Limitations of Linear Models

Despite the advocacy of linear models by many educational leaders-
and the enthusiastic adoption of them by many school administrations,
they have been found wanting on.several counts. A look at failings
may help in proposing more adequate approaches.

]
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“Wanting in Accomplishing Any Lasting or Continuous
Change in School Curri¢ulum or Practice

Despite mammoth efforts at curriculuin reform in the 1960s and
1970s in both the United States and Britain, the record of curriculum
édvaﬁcemeat and project survival is very disappointing. In this coun-*
try Zacharias, Bruner, and others started with the subject-matter
model—linear, $equential, scientific in its step-by-step approach. They
and othess learned that attention™only to subject matter, even when it .
proved very exciting and stimulating to the teachers who were in-
valved, did little to change schooling. As pedagogy’ became part of
curriculum projects and National Defense Education Act ard Nationa},
Science Foundation institutes, the mix of subject matter and, Ateaﬁchiﬁg
methods proved quite pasiji:’e for thé teachers who were iﬂ\{c‘}IVéd;
particularly while they were under the influence of the institute train-.
ing. But the school is a social system with its own forms and character-—
isfics. With jusj one of a few teachers per Sxith pair’ti"ci:paiig, it was
difficult if not imposgible to change the way the chool operated, that
is, how content was dealt with, teacher-sfudent relationships, the role
.of the teacher and Tudent, the way learning was evaluated, and the
degree to which learner interest and ability were accominodated:

Many innovative -curriculums, thoughtfully dﬁs%gnéd and holding -

d greaf promise from their pilot experiments, had brief flings while scat-

, tered enthusiasts nfade adaptations. But most of these programs have
* now been abandoned, often with costly materials chucked or stored
in back corners of closets. (ther programs have experienced a Hilution
of their glorious objectives through ‘shoddy compromises with con-
ventionality. Of course, some of them deservid quick burial, but even
the exciting, very practical, usually teacher-designed curriculumis spon-
sored by Britain’s Schools Council have barely® outlived the first gen-
eration of their implementation. The Linear approach simply has not \
been able to conceive a way to regenerate or re-create curriculums as
times change and outside factors impinge, except to retrench, as most

innovative textbook series of this period have done.

Wanting in Satisfying the ” Accountability’” Demands of
an Uneasy and Cynical Public

The grandiose teaching-by-objectives schemes for curriculum devel-
opment have only served to widen the credibility gap that they were
intended to narrow. Thev have created more dissatisfaction and en-
trapped the education and citizen communities in a dead-end deadlock.
Some slight gains have been reported in a fow isolated skills through

il
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the application of some reading programs; but advancement in the

'_ most 1mp¢3rtant aspect of reading, comprehension, seems to be im-

pr nable to these attempts. Indeed, a falling off of comprehension
cores has bEEﬁ reported at the same time. This outcome might have
nsional phenom-.

enon involving internal contexts, p,,,cmal constructs of both author
and reader, and external cultural sets that cannot be reached by a linear
approach. SC!IT\E of the massive reading programs are fast becoming

the dmg;aur% ‘of linear curticulum development models. Teachers say

" that the programs7are overly redundant and meet with only perfunc-

tory response ‘from students as the novelty wears off. In addition, the -
prggrams consume the teacher’s time with burdensome and petty -

. regﬂrd%eepmg.ﬁ - ¢ -

Of course, there are ms(ﬁy motivations behind accountability. Some

ation. In addltmn adults in general and parént§
in partlcul.}r have been so busy with their own progress (the acquisi-
tive society) that they have taken too little time to follow the school-
ing of their affspring. ThLTt may even be a sense of guilt that drives
parents to want someone to check on the attainments of their prt::gény
because they themselves have not.

And SLhGUIS have not dDI‘\E‘ much to get 'partntg smd the Egmiﬁunit'y

‘ rez!,pnnﬁll:ulltla ,ather th;\n dlsmterest meth in the general prula—

mple, has been phenomenal, and the

tion in the 20j
_school population has gmww evennore rapidly than the general pop-

ulation. Not only have there been more children, but a much larger
percentage have attended school. , :

Table 1. Gr wth in th U.S. Population and Public School Enrollment*

o 1 ub[u 5S¢ hmﬂ High School

Population - Enrollment Enrollment

(m thuumnd 5) {in th@us’;nds) {in thousands)
1900 75,994 15,503 o 519 ‘
1910 91,072 " 17,813 7 915
1920 105,710 21,578 2,200
1930 122,775 25,678 4,399
1940 " 131609 ¥5.433 &,601
1950 150,697 25,111 5,724
1950 5,038 11,499
1970 84 17,588

on Teiacher Edu-
sszivnal Standards

*ata are

A
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Some school superintendents have been so busy preparing for school
bond issues, st upervising school construction, bu’ymg equipment, and

recruiting teachers that the thain purposes of school have been dele- -

=

-

Wanting in Enlivening the Inservige Educ, tion of Teachers
osi

“and in Closing the Gap Between R arch and Practice

Teach,fs are seeking power over their profe SlC\l’lal destiny. Their

/

Vg

s

aapirat'iaﬁ’ are manife’téd in a diFfe‘rent -—,eHF c’cxmept a {n;nal and poht—!

férema days, a,,nd gther nmwhet‘ pl,m'ned f@r teaLher to cor.rEx:t their
ways in meeting the “assessed’”” needs of clients or to learn to do what
research says, will increasingly be labeled ineffective.

iT&aChE 15 have been dutlfullv .J,ttendm;j ervice education programs
when they can pick up stipehds, credits, or aalary increments, All the
while, it is now revealed, they have listened and watched but retu,;gf:d
to the da-j_%mam and E,an‘ “about thur work as usudl. Sometimes they

ation’s dreams of gains in aca-

dsrmc alhxevemtnt b’y aduptl‘lg some gimmickry. ‘for show, but thay

. have h)llnwec:f the same uld Formulaa Indeed the tea;hef ha: bEéﬁ

pmgr;’n w111 wnrk w1thgut tht tEa,;h: g mterh:reme At ber’t teacher%

are being told that they can be conveyors and gatekeepers of the sys-
esigner’s intent was good, but

tem. In many instances the curriculum d
often it was misguided or poorly conceived. Again, this set of circum-
stances is a manifestation of not kegping attuned to what has happened
to teachers, students, and schools f;md of trying to dcn better what is
already obsolete. ‘ .
The result in many schools is a curriculum nearly in chaos® Teadér—
less, and for all intents and purposes; teacherless. Again, the times
have been out of joint in the sense & that radical changes in the social,
cultural, political, intellectual, @nd psychological worlds have stunned
everyone, and humanity has had to face up to the prospects of energy
blackouts, Fratricidal racial wrs, and total pollution of the planet.
Education throu‘gh constructive Lurnuﬂu*n development smd methods
is at least one means over which we the profession.and we the citizen-

ry have some control to help humanity stave off disaster and reorient

world directions.
It may be too strong to say that
of the times has causec

curriculum is leaderless. The mood
to be cautious and conservative.
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School superintendents, fo
haps those who remain (o
k providing school boa d% vmh rea

e‘zkamplt are being g fired right and left; per-
who arrive at new positions) are trying to
sons Fcu‘ dlSﬁ‘ll‘% al. Their ;

"1—1\

and encourages economies and E rmlty The ve ry psht;gal nature
of education is i n large part respon 51ble for the way educators are be-
having. As a multidimensional approach to school improvement de-

velops, there will be more attention to the povernance of education

and changes in the ways citizens and teachers work t@gether to_build
programs that serve both the individual student and the ¢ Lammgn wel-
fare. The governance of education needs to have sufficient aﬁtunamyl
and protection from lethal pressure while still being responsive to

public demands and able to adjust to radical and rapid change:

Some Bright Spots and Light Ahead

\um

The PlLtUT(: is not all dismal, thaugh too nearly so to be safe. Effort
t school improvement are beginning to include multiple considera-
tions. Below we take a brief look ‘at some bright spots of the recent
past in ferms of dimensions not usually included in curriculum devel-

- opmerit. The rest of the book looks in some depth at several present-

day efforts to mike a multidimensional attack on curriculum develop-
ment integrated with inservice education.
Man: A Course of Study (MACOS), dev«:loped at the Education

Development Center in Cambridge, {assachusetts, is one bright spot.
Th1= mulhdnmea%mnal Lurrmulum pru\ndes less linear SEqUtﬁEt than

f he duiaiam on which units Gf thc LUTT]LUIUm to use and rm:ﬁt of
the decisions on how topies are developed and which materials are

“used with a particular group of youngsters. M ACQS5 was developed

and tested with teachers, scholars, and teacher educators and requires
orientation for those who want to use it. It is one curriculum project
that has gone through dissemination and application without depro- .
fessionalizing teachers. The intent is to study humans using not only
the content and 1llu5traimns provided-but also the experience and en-

- vironment of the students'in a particular.class. MACQOS is not the ulti-

- mate in multidimensional curriculum, but it is part of the breakaway.

Parenthetically MACOS also illustrates the resistance put up by
some cnﬂsgrvatwe people to altering and broadening curriculum})Sﬂ_
that it deals with somea of the critical problems of life. The polil cal
att 1 es ve_,r the future of MACOS suggest a a dimension that cannot

bat
be ignored in the curriculum development process.

: , : ?:v
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Brsakfhmugljm Literacy is a British Schools Council project that
has been unusually successful and afso unusually popular, es speaially
with teachers not involved in its development. It addresses pr‘@blems
that many teachers face and on which they have been. asking for
help—namely, how to get the ponreader and the rslnw reader rf\admg
when the usual ways are not working. The curriculum project teams,
rr&amly classroom teachers, decided that the narrow, single-tracked

“need” of improving réading skills of slow readers was in reallty a
multidimensional problem that they expressed as-one of “literacy
-This extension of the problem accepts the modern Imgulstu notion

that reading skills are a very small part of the con nplex interrelated-
ness uf thinking, talking, reading, and writing in th]dr\‘zn's language
dev Imeent

a‘guidr and simple materials from which teach-
1ly dwglup A,me;,mm based on children’s responses and
the local setting. It is- aﬁfopen ended design

fer5 can e
“ their own inclipations-i
providing many options for teachers and students.

Another American curriculum devzlopment project-— “People and
Technology-—also sponsored by the Education Development Center,
showed much potential for sustaining power before it was stopped

. because-of the withdrawal of government funding and berause it may

ha\se been tGD L,lﬂbDl'e]tE in its use of Lcmtlv but \!ery mtereqtmg ttach—
Dnly rgsLhtd the pap;r‘ 5tage was its mtent to havf‘ the Lu]mmatmg
section of the curriculum be based on the local community. The excit-
ng interdisciplinary themes developed in the first two sections would
be extended and enriched through a locally planned program invelving
teachers, school and college teacher educators, university engineering
faculty, and Lgmmumty industrial, business, and labor leaders. The
eriginal base curriculum would then be re-created based on feedback
from the local efforts to the design team through a network of schools
and teacher centers involved in the curriculum project
" Recently some, texthook publishers havée been taking small steps
toward the multidimensional appmach by using teams of authors that
leude classroom teachers up to one-half of their membership. Also
n these writing teams are teacher educators and liberal arts profes-
sors.- At the initiation of a textbook series the team of authors meets
with the staff of editors who in the past have done most of the formu-
lating and writing. Together they build the themes, sequences, and
method to be used. The authors write the lessons while the editors pre-
pare the texts for the space allotments, making them “bookible.”

Certamly the anonymous, so-called market ccmtmue% to play the ma]@"

ur

1.



O

ERIC

Aruitoxt provided by Eic:

T,

)

WHY INTEGRATE? 11
role in determining what finally gets into textbook series. But thereis a
slight movement mward more mllgbmativc EFF@TEE bétWtéﬁ tbe pro=- -
suppmrt it when they help Stlt(—t teztbughsj it rmght bt intensified.
Multidimensional approaches to curriculum development will cost
money, and to be practical, commercial sources of support will have
to be involved as well as, public funds. Developing curriculum from
students’ questions about areas of knowledge and their experiences
seems .to be a very sensible way to start; but such an approach is a

.most rare occurrence. In fact, the first formal report of ‘an extensive

curriculum project along such lines appeared only recently (Landrum,
1976). Some mveghg’atura with a team of classroom teachers decided
to reverse the Bruneresque approach of formulating questions for in-
quiry first and begin with children’s questions. The study is discussed
in Chapter8. a

In the chapters that Ec:slluw there are a variety of models of curricu-
lum development, none of them linear. In various ways the authors
link curriculum development with the inservice education of teachers,
§Dmet1m€5 50 ElD;Ely that where one begln% aﬁd the other Ends is not

Learmng is dm,ﬂg,’ are partmt}lar]y appmpnatt : _

The inclusion in this book of two chapters by British educators was
deliberate. It was done mainly to illustrate different ways of thinking
about and m naglﬁg ¢ssentially the same problems. The British ex-

* pgrience with inservice education and teacher centers should be par-

Eiéhlarly instructive for Americans who are about to embark on a
qxrmlgr Fsderally auppmted pmgrarﬁ Aﬁd as the llkelihm}d nf a Umted .

Faclhtatmn represented in thls bauk by the Bntlsh ‘%Lhnalq Caunghil

may be one to consider.
It is shll tDD early to Fmrmuiati pr’iﬂfiples or criteria that di:‘;tinbuish

are dlSiUSSCd in fht fmal Lhdpttf Ultlmately Lnterza qhmuld emerge.
Indeed, they may begin to occur to the reader as he or she proceeds
through this book. Certainly there are several efforts underway today
that attempt to deal with more than one dimension. '
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A Permanently Tentative
Curriculum

Maja Apelman -

From thée standpoint of the child, the great waste in the schoal comes
from. his inability to utilize the experiences he gets outside . . . while,
on the c’:?mr hand, he is unable to apply in daily life what he.is learn-
ing in school. That is the isolation of the school—its isolation from
life. (Dewey, 1915, p. 67) : .

o

What is curricilum? How is it}develapé’d and who should be de-

" veloping it? My views on curriculum have evolved gradually over a
period of some 20 years and have been shaped by my childhood

school experiences, my préfessional training at Bank Street College of
Education, 'and my work as classroom teacher, college instructor, and, *
advisor of teachers in early childhood education. Two people have
strongly influenced my thinking: Lucy Sprague Mitchell, founder and
later president of Bank Street College, where I studied and taught
for many years both in the children’s school and in the college; an
David Hawkins, director of the Mountain View Center for Envirgn-
mental Education in Boulder, Colorado, where I have been workinfg as
an advisor for almost six years.

Both Mitchell’s and Hawkins’ educational theories lead me batk tos-s.,
John Dewey.:Mitchell told how as a'young girl she first met Dewey:
“Dewey gave me my first conception of experimental education. His
influence on my thinking lasted from these youthful years on. It was
in a large measure his influence that determined my interests and
choice of a profession in later years” (1953, p. 74). Hawkins has re-
peatedly written about Dewey’s importance: “No one today . . . can
discuss educTtion well without acknowledging that Dewey has been
there already . . . He laments the fact that Dewey’s influence on
educational theory and practice has been almost negligible: “In my

,13
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owri view the correctness of Dewey’s major position in the theory of
education is, or ought to be; beyond dispute” (1974, p. 162).!

What Mitchell and Hawkins took from Dewey’s philosophy, how
they developed his. thinking and applied it in their own work with
teachers and children, interests me very much. Here, however, [ want
to focus on how Dewey, Mitchell, and Hawkins viewed curriculum
and how they saw the role of the teacher in curriculum development.

teachers.
Dewey defined curriculum as “the formulated wealth of knowledge

that makes up the course of study” in schools, and he stressed that
its primary value was “for the teacher, not for the child” (italics
mine). Knowing the content of the various subjects traditionally
taught should enable the teacher “to determine the environment of
the child and thus, by indirection to direct” (1902/1971, p. 31).

Mitchell proposed a method of curriculum-building for social studie;;)

that used as its main foundations a knowledge of children and a
knowledte of the environment. The teacher’s job is “to place the
“children in strategic positions for making explorations” (1934/1963,
.pp. 25-26). Curriculum material, she said, must be “permanently ten-
tative . . . A fixed curriculum is ai anomaly if we consider children
and environment two of the cornerstones upon which a curriculum isi
built” (1951, p. 197). E )

Hawkins stated that teachers need to restructure their own under-
standing of subject matter to make it easier for different children to
become interested and to offer children greater options for learning.
Teachers, he said, must organize subject matter “for maximum acces-
sibility [¢o that] it is easy to get into it from many, many directions,
from many starting points and many levels of gomprehension and in-
sight” (1975, p. 15). f

In the view of all three writers, then, curriculum is fluid, although
never unplanned, and teachers are responsible for developing it. “To
teach means to facilitate learning by surrounding the child with, and
helping him into, situations where learning can take place” (Hawkins,
1974, p. 18).

| too believe that teachers must be involved in constructing their
own curriculum, but it is a difficult and demanding task, and teachers
need continuing help and support if they are to learn to do it well. In
my present job as advisor I try to give this support .to practicing
teackers. My own development as a learner shows how I obtained
some of the knowledge and skills that are basic to this work.

——
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RS
My Development as a Learner
@ A
My experience as a student stretched from an excellent first-grade"
lassroom in Vienna during a period of educational reform (see Hein,
1975, pp. 112-118), thru.%%-’u an incredible assortment of public, pri-
vate, and boarding schools! in four European‘countries, to my Ameri-
can education in two colleges and three graduate schools. I left a
typm@l Austnan Lymnn zuﬁpﬁt%ha age gF 15 (Hltler made that &asy)
th-:,t did not mterest me. After twa years in Er’l&landi one of them at
Summerhill School, T emigrated to New York with my family and
decided to try college. There I was able to choose my subjects, ar\d I
began to enjoy learning. | have not :tgppnd‘femmymg it.”

My first adult contact with the field of education was at Bank Street
College, where a thorough understanding of young children’s growth
and development was central to teacher training. Therefore, I canriot
think abgut currinulum withc)ut thinkiné abmu't Lhi]dren At Bar’lkg

abgut thgmselve&:@ thcir_famxllg?i and the 1mmtdlate wDrld in which
they live. I learned to observe children clasely in the classroom, listen

. to their spontaneous language, value their work with materials, re-

_ the kinds of attitudes toward childre

spect their thinking, and enjoy fhEll’fcurlD‘%lty Above all, I learned
not to expect all children to develop at the same rate and to accept
the ups and downs of normal development in any one child.

Bank Street Callege’s School for Children was not perfect, but it
was truly a school for children. No one Jaughed at children although
there was much laup—;hter with them, NQ one talked duwﬁ to chlldren
geﬁumély Eﬁmyed thldren and LDT:I‘:tEI”lt]}f trgated them WLth respeﬂ.
In many school settings there'is a large gap between child development
atively few education students
g that allows them to develdp
that at Bank Street College
formed the basis for all subsequent studies. )

After beginning to learn about children in general I learned to look
at children in specific ways. What do individual children bring to
school with them from past experiences? What is their socioeconomic
background? What are the values of their families? What geographic

theory and classroom practices. R
have the opportunity to study in a se

lsﬁtm&,s have they lived in? How many siblings do they have? What

events in their own brief history might have affected them in ways

that teachers should know?

L]
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;

Mitchell believed that schools.should begin where children are and
build a curriculum for_their growth from that point. The world in
which young childrefl live, their physical and social envirohments,
should provide the content from which' teachers select activities and
materials for children’s learning. “Since children’s experiences begin
in the immediate communities in which they are brought up and since
these communities are functioning in terms of the present day culture,
it ig the school’s job to begin with the children’s own environment
wHillever or wherever it may be. The complications of the surround-
ing culture, instead of making this attack impossible, make it impera-
tive” (1934/1963, p. 16). -

How should young children study their environment? Mitchell
placed her emphasis on the human aspects, on people’s work. Chil-
dren’s interests in action and movement made this a natural focus.
From studying work done in children’s own homes, to watching work
in theu 1mmadmte nElghbul‘hﬂDd% to E’\CplDrlﬁb aﬁd underqtanding the
fﬂrmed by other groups lﬂng ago and far gwa,y,i “children would
gradually expand their understanding of what Mitchell called human
geography—""what the earth does to people and what people do to the
earth”: '

Everywhere people are wc:lrkmg . everywhere [they are] using-the
earth . . . in their daily lives. hxldrer\ everywhere are eating food
which came from the earth . . . They are wearing clothes which, like’

food, workers somewhere havg made through their work from same

living things. They are living in houses built of earth materials, using

machines made from underground depasits, moving over the surface

of the earth on some kind of road, and using some method of com-

munication with other peaple near or far away. These are basic pat-

terns of our culture and of the culture of any people. The “hows” that

lie behind these patterns of work interest children of all ages. (1951,

p. 49) .

In a curriculum based on studying the environment, children must
be able to go out of the school. Mitchell wsidered field trips the basis
about four to seven when children

of the curriculum in the years fmrn
feel secure enough in their home environment to move out into their
neighborhood and community, but are not yet ready to “carry on in-
vestigations in jlﬁlatlDDE hich are not xmmedlately before them’
(1934/1963, p. “X

Bank ‘%treet Fgllege was lmated in Mdﬂhdtt.}ﬂ The Sghuul for Chll?
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river to watch barges pulled by tugboats bring coal and other raw ma-

terial torthe city. Visits to neighborhood grocery stores preceded trips

to wholesale produce markets where farmers came to sell their wares.
On trips to bakeries or shoe repair shops children watched closely
how some of their needs were taken care of, and at the same time they
enjoyed the sights, smells, and sounds that went with this work. There
are always machines in New York greets—diggers and loaders, ce-
ment mrixers and cranes, sweepers and garbage tyucks and snow plows,
all performing work for the people of the city.

" Students at Bank Sireet College wére expected to become “human’

geographers,” exploring and 'studymg their own environment. We
took many field trips—to the Fulton Fishmarket at 5 a'm., to huge in-
cinerators that burn the city’s tons of daily garbage, to produce auc

tions and mnf.truptmn sites. In earl!er days :,tudenh had EDHE as f
Eptaf;h:(:ted the l:md and pemplt of that regmn '

Social studies, defined broadly as our relationship to one another and
to our environment, was the core of the curriculum at Bank Street

_College. Mitchell had a strong commitment go democratic idegls and a
. 5 £

: to developa social

deep sense of social justice. She expected teac

. philosophy that would guide them when they planned a curriculum for

children. Teachers needed to think about the kind .of world they

~ wanted children to live in and how they could best Eeparo; children

for such,a world. Social thinking started in the classroom: A good
group life was the foundation from which a gradual, more mature
understanding of varying family patterns and different ;ult s would
grow. Cultural patterns, however, were always related to th environ-
ment that shaped them, and Mitchell always stressed the importance
of a basic. understanding of how the world functioned. The young
child, she wrote,

lives in a world of end-products with the functioning causes largely
concealed. He is likely to grow up so uséd to unex plalnrd end-
products that he does not form the habit of ;Eekmg for causes, for
unaerlymg relatmﬁshl\ps ... he is likely to grow up without thlﬁkiﬂgi
without opportunity for experimentation . . . without undér’ftanding
or even questioning familiar things . .. [If] the grownups¥closely asso-
ciated with these modern children . . . accept their environment with
an attitude almost equally unchallépging . . . children will have as
little chance to explore their ':Ul'l'nul'(dlhpf‘ [or] to pursue a laboratory

method in their classpooms as in theis homes, (1934/1963, pp. 12-14) 2
Science Db\n’) sly played an important role in Mitchell’s thinking.
tice, at least in the progressive schools that [ knew in the

L]
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1950s and early 1960s, science did not receive sufficient emphasis.
Although most early childhood classrooms had plants and animals,
water, san#, and blocks, and children cooked, modeled maps, ‘and

warked with clay and wood, the science-learning possibilities inherent
in th se materials and activities were not sufficiently developed. #9
y kindergarten classroom [ brought in thmgs from the natural

Q f‘ leaves and shells and rocks—and [ had materials to stidy

1&1 ff)fce;:vma&,netn bjttu" aﬁd thermaméterﬁ I -;tu’died sci-

\1—4\

my own llfﬁ I IGVE the Qutduars, mmunt;ﬂna bc:aghe% Furut ;md I had
learned to loek closely at nature when I took walks with m% young
son. But not until I went to Boulder to work at the Mountain View
Center for Environmental Education did diseover .what science was
all about, A new world opened up to me. The di%cover‘y jolted ‘me,
then left me feeling deprived for having lived so many years without
there was to know. I. had. lived in a world of “end-
products.” I had stopped asking queatmﬁ about things in the world.
At Mountain View Center I soon began to ask again. Often 1 got ex-
hausted. There was too.much to learn. I wanted to_know it all, but
my mind could not absorb so much and I had to ration the intake

knowing what

from my immediate environment. o

3

, - Science at Mountain View%erltfﬁr A

Science is defined broadly at Mountain View Ltntér to include all
natural ‘phenomena that occur in’ the environment. To help teachers
learn about these phenomena the Center has created an environment
;n:hly stocked with a large variety of materials that will lead to in-

vestigations of sand, rocks and water, air and heat, balance, symmetry, - -

light and color, growth, form and patterns-—in nature, mathematics,
and art. T ese tnpl 5 seém to engage thzz intéreit GE Lhildeﬁ at 311

water, thzre are Slpham ;m,d syringes, al\;gs Jnd plastu tubea, ub—
jects to put into water (marbles, gravel, sand), containers to hold
water, food coloring to trace the flow of water, T-joints to stop or di-
vert the flow, and so on. For work with balancing, there are home-
made fulerums, boards of various lengths and shapes, heavy and

light blocks, washers of all sizes, y;’lrc‘lja/hpkg, wire hangers, and Tinker-

~

i
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teys We have lafge quantities ef marbles, paker chips, wooden c:ubes,

golf tees with pegboards, and,,vmyl tiles in many geoinetric shapess-all 1

for creating pattérns. We look at’attichokes and sunflowers to study _

* nature’s spiral designs, and we get involved with the phys;es of seund '

and the mathematics of weaving.

- Why is there such a wealth of materials and why are tﬁey er’\teri
in such an open-ended way? Dewey said:
. The ﬁmdamemel fallaqr 4n methads of instruction Ile§ in snppesmg"

insxsted upon is the neeessny f an at‘:tual ernpmcel situation as the
initiating phase of thought. The fallacy consists in supposing that we
can begin with réady-made gubject matter of arithmetic,” or geog-
raphy, or whatever, irrespectiVe of some direct personal experience of
a situgtjon . . . the first stage of contact with any new material, at .
whatever age of maturity, must inevitably be of the trial and error
sott.r An individual must aetually try, in play or work, to do some-

i ying out his own impulsive activity, and

3 his_; energy alf!d that eF the material em-

then note the interaction
ployed. (1916/1956, pfl 3

~-As you uﬁe;aet with materi _ls in.. ynur own way and raise your
~own «qiiestiofs, -you may fin at your questions do hot have easy
answers. They may touch “elefhentary” eblems “You are looking
.at the elements and the elements’are dé . The elements are not
imple..- ﬁ'ney are not the things you learn Efst IE they were, you could
start out with Euelld ‘s axioms aﬁc} all the rest ﬁnuld!be easy” (Hawk-“

]

The kind of elementary prob‘iems that teeehers struggle with at
" Mountain View Center was discussed by Hawkins whé&be addressed
a group of scientists at the. Massachusetts Institute of Technology. He
criticized the way science is popularized for the lay person and sug-
gested instead a ““radical reconstruction of the organization of scien-
tific knowledge, a reconstruction designed to, make science maximally
‘penetrable from outside, to meke it more readily accessible either by
minds whdse powers are first’ developing or by minds ‘which have
developed in patterns other than those now deemed apt for science”
’(1975 P 16). There are, he seid “elrnest gifretrievably elementary

arﬁple from fﬂy own expénem:e.

A group of teachers, 6ut with Hawkins, had noticed sunspots when
the sun filtered through the leaves of a tree. The spots on the ground
were all round. Later Hawkins tried to explain thi$ sun image to me

,‘;?:i P
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‘ _with thz hglp of a diagram. I wrote in my notes: } A

While David is talking, I sort of get it but then it's gone again. I real—; o
"ize why his explanation doesn’t really herp what David takis; for
granted as foundation knowledge hasn’t even entered my thinking
.. about the sun. On his diagram, the sun is connected with the objects
to whit:h it gives llght by lines which stand for “rays” or “light-
waves * On paper 1 can accept that. But when I look at the real sun
up there in ‘the blue sky; it would never occur to me to think of rays
hat go from the sun to objects on earth. There is absolutely no con-
ectjen in my mlm‘l between the diagram and what | per rceive in the .
“real world. . . .. e

How does Mountain VIEW Center -try to hElp teachers overgome

" these elementary stumbling blocks? One way is through staff .who

are interested in the problems of beginners of all ages, who use the
Center’s materials and their own expertise to help those-who want to

leartt, Just as Bank Street School was for children, so Mountain View
Center is for adults. There are no stupid questions. The burden is on

' thg expert to try to ﬁgure out why an ifidividual does not understand

something, just as in schools the burden should be on the teacher when
a child has trouble w1th learning. In ihe way that Mountain View

'_Center provides for science, organizes and presents materials, and

supports adult learning, teachers can begm to see how. this approach

might also work for, children.
As early as 1902, Dewey criticized schools for "’fractmmzmg“' thE
child’s world and imposing an organization on subject matter’ that is

_contrary to the cl‘nld s way ef thinking and’learning: .

Classification’is not a matter of child experience; things do-not come
to the individuat pigeonholed . . . The adult mind is so familiar with
the notion of logically ordered, fac:t-: that it does not recognize—it can-
not realize—the amount of separatmg and reformulating which the
facts of direct experience have td uﬂdérga before they can appear as a
“study”' or bram‘;h DF leammg S The studles as Elasslﬁed are the

(1992/1971 pp. 6-8) ,
What happens when a child is presented .. th subject matter already
put into logical order by the adult? Hawkins (1974) compared the
structure of the tradmcmsl text or curriculum guide to a ladder: You

.can only go one way, in one direction. Such pragrammed learning

“reduces human differences, qualitative and many-dimensional, to dif-
ferences in the rate of <limbing ladders” (p. 184). Much of what goes

"under the name of individualized instruction today is individualized

only in the rate at which it allows each child to progress. The content

)
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and order of the studies are fixed. A more open structyre is like a tree; .’
in which learners have many paths and choices avdilable to them' as -
-they gradually make the w'ay to t e top They can enter at different

" on ash dy branch (even build a small tree huuse for rest and*reﬂec-
‘ tion), ér respond to the challenge of lofty upper branches. “The most
’ puwerful Iearﬁlﬂg mechamsms ava:lable to us are buxlt in, blologlcally

learn=—=5n evident in the very ynuﬁg—-wxll go to waste . -
When you learn by climbing ladders, your leammgs tend to remain
isolated.. There are no connections from one ladder to another. In a
course on'’- cooking that [ was teachmg with a scientist colleague, we
.-got onto methods of food preservation. [ could recite them well: dry-
ing, ﬁmnkmg, salting, p;ckhtannmg, freezing, and so on. But I had
never realized.all these metfMds have one common aim—to prevent
bacteria or molds from growing on the food. [ wrote in my notes:
I suddenly realized that I had never made that connection. Food pres-
“ervation is one topic to be studied. Why do you preserve _ fm:d? So it
‘t spoil. What does spoiling mean? It means food gaés bad,
nzzuy, soggy, moldy, sometimes hard and sometimes soft {Then
are

aré bacteria. What are they? I don't really know what th
do know.where they are: én a different compartment in my head roym
food preservation: t'he two have never met .

Nar had Ever wcmdered what these leEerenF methnds had in com-

Wlthﬁut water bacterla and molds t:armgt lwe In a trEiEi these facts
get connected; on ladders they remain separate. ’
How was it that [ had never thought that cultivated plants had any
relationto wild plants? How was it that [ had never wondered where
guinea pigs came from originallf? I had seen them in classrooms and
pet stores and knew they were used in labs, but not until a youngster
in school asked me why guinea pigs are born with fur whereas rats
are born W1thnpt it did I find out that they had a natural habitat. We
are not taughf to think this way in.school, and we dg not keep our
early curiosity about the world. -
Most schools believe that a course of study arranged in an orderly
. fashion makes it easier to teach children and helps to transmit knowl-
edge. But learnmgs as we should know if we heed our own experi-.
ences, is seldom orderly, at least not in its initial stages. “The tight
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Em’muj.ahun and lﬂgjc:al sequencing must b learned, but they cannot
be learned first . . . What comes first is absorption in subject matter.
No one learns by being l;d blind along a path he cannot begin very
soon to see for himself”.(Hawkins, 1974, p. 15). -

‘What changes are necessary if even the best currictlum workeéd out
by adults for children does not catch: the interest of many of - t}le

T e

children? As I stafed earlier, I believe the teacher must become a diag- -

nostician who observes the child, listens to the child, takes cues from
the child, and-then plans for the child’s progress. That is how curric-
alum should Ee developed. Many resources must be avallable to:
teachers tp’ Eelr:r them grow into this role of dlagnnstlclan Clne EE

"T:x. T~

lnservice{dueahﬁn and Mfmntam View Center

Mountain VIE“E Cemer provides different kinds of inservice educa-
tion to, teax:hers Thc:se whc: take advantage QE what we have to, oFfer

course) ;I:.hey caﬁ come e and consult w1th any one QE the staff ab
some specific question or problem; or they can ask a ‘member of tha

one or Awo subject areas—specialists—and people who have “been

classrﬂom teachers—generahsts The speclalists tEEf.h courses and 8o

set up a darkrnam The generahsts also teach courses- m*sub]e:t matter

" areas, but they spend more time in classrooms and help teachers with

all school matters—organization, gplanning, special Chlldl’éﬂ, and so
on..Generalists may use the help of specialists. I believe we are rm:st
helpful when we work together as a-team.. . :
(jne of thE basu: bt‘:}llefs at Mnuntam View Center is that teachers
own atiult level Wafkshcps thereﬂjre are nat always geared tn what
is 1mmedlately useful in the classroom. To grow as professmnals,
teachers need a chance to explore and learn about things that interest
and absorb them. Because you do your best teaching when you" are

* turned on” about what you teach, the wider the range of subjects

that interest you, the greater the choice that you can offer to students.

R

istaﬂg to Dbser\re or work in their classroom. Not all staff members have * .
"had classroom experience. We are a mix of people with expert;se in -

i
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. "It's really u::pertant for me to be excited about what I'm doeing,”
¢ teacher told me recently. Skie had taken.her first graders to a farm, but
". because she was not very interested in the subject, nothing much
" ‘happened in the classroom after the trip. Later when she took the
" children to a brick fattory, she herself was,_very interested, and the
subsequent classroom’ achvmes were vaned and rich, and lasted for
many weeks.
. To help others learn, you have to be in touch with your own learn-
*’g My struggles with science at Mour&tain Viéév Center weg mva]u-

but alsa because I became a aware of my own learmng style That aware-
_ness helped me understand better how others might learn. I found

*  out what interfered with my learning and ‘what helped me to learn,
i how little tolerance I had for disorder and confusion, how competitive
I could be, and how I sometimes needed to retreat because I was afraid’
someone might tell me what I wanted to find-out by myselF When I

- was close to understandmg something bg.;t couldn’t quite “get it,” I
rould become incredibly frustrated. At one time a new discovery so’
“unsettled me that I had to dismiss, it from my mind. Teackhers at
: Mountain View Center find out similaksthings about their own learn-
ing. We hope this insight ngkés thepr'more sensitive and responsive ﬁv

* different learning patternslof children in school. 7
When teachers get confused at Mountain View Center, they tend
to become more tolerant of children’s confusion. In the cooking course
mentioned earlier, we all got confused one day. We were'going to in-
vestigate milk and milk products. I had purchased regular and skimmed
milk, half-and-half, and heavy cream. After talking’ about the weight
of water, Robert ' ‘asked the group; “How much does a gallcm of milk

weigh?” Teachers weighed the milk and were surprised to find that it .
weighed less than water. The findings dxdn t fit into my logic, a logic
shared by many Df the teachers.

We think of water as something neutral, not quite “nothing” like air,
but with a little bit of that “nothing quality.” Water is water, milk is
something. It consists of the neutral liquid of water plus something
else, color and texture. If anyone asked about comparable weight,

you would say milk is heavier than water because if you take some-
thing neutral and add to it, there will be more. Cream has more but-
terfat (more color, more texture) and therefore should be even heav-
ier. Skim milk, with the least butterfat, should be the lightest. That
the thick cream weighs less than the thin milk is most confusing.

- Tn prctect the privacy of my colleagues, I have used fictitiousynames in anec-
dotes,
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Expengnﬁes like these help to remmd teachers how dxfﬁcult new learn-
ing can be, anji they become more sensxtwe to and aczeptmg of ch;l-
dren’s confusion. T
" 'When teachers first come to Mountain View Center to take courses,

they may become overwhelmed. We int oduce them to-a new way of

24

thmkmg; a.new way of asking queshon\s ind seeing relationships, a- *

new way of l6oking at the world. Last summer a.teacher described his
efforts to understand air pressure, then added, “I don’t fully under-

stand it but at least I think I know what it is’ *about, this process that
1, don’t fully understand.” Struggling, with new, difficult concepts is ,

an important stage in learning. Over the years my atnmde has: :hanged -~

from a Emstrated ”Why can’ t i understand tl'us?” tD a much more res .

:';ga and whst to da when I want to. understami this more.”: I tfy to

help teachars make this shlft w‘H'en they became frustrated When they

1gnarant? There is just too much to learn "y tell thern to look at it
differently: “How exciting that there is still so much to learn. I shall
never run out of ideas for teaching and I can be learning for the rest
of my life.” You have to look-at it this way or yau rmght mdeed give
up . : S . :

| Helpin*é_h s Teach

L

Expenence tn perfet;t Very few tgaphérs are tramed tu teach this way
Even if they were, they would need help and support, especially during
their first years of teaching. The short apprenticeship of student

teaching, even at its best, does not prepare teachers for all they have
" to do when they are suddenly alone in charge of a group of children.-

Teaching is the only profession in which beginners are on their own as

soon as their formal training is completed; they are expected to per- -.
" form liké a veteran with 20 years of experience. S¢ ... ~es older teach-

ers help beginners and sometimes principals gi.~ sur ort, but there
is no built-in mechanism for the continuing educa’ t young teach-
ers. Many times, beginhing teachers suffer from feelings of faxlure,
frustration, and great isolation.

There is a great deal of waste in the teaching profession., The sys-
tem does not make use of the skills that master teachers have acguired, -

Ca2
i
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anff many creamg teaghers leave tKe' clas ssroom 'to move into jobs
where their expertise is of no use. . '

- Inservice education as it exists today does not generally meet the.
needs of most teachers. If we want to lmprove the quality of inservice
education, we must learn to differentiate among the needs of teachers.
They are not a homogeneous group; their needs for additional traihing
and support differ greatly. Although talking about stages of develop-
ment tends to set up artificial categories, it can be useful in givirig a
general picture of rm:wement and growth. I have worked with teachers -
in Boulder for nearly six years, and | haye observed rou ly three
overlapping stages. (I am talking ‘only about the teachers -who have :
come to Mountain View Center \rgluntarlly and who have asked staff -
for halp in their classrooms, presumably because they were in agree-

. _ment with our basic phllasaphy) Each stage reqmreg a different kind

of help. ’ .. )

B

B¢ zinnings

The “beginning”’ teacher here may be a first- or second-year teacher,
or an-experienced teacher who wants‘to try a new approach. Teachers’

main concerns at this stage are classroom management and organiza- °

tion. Organization and provisioning of -an open classroom take an
enormous amount of initial work. Teachers often have to replace desks
with tables, cabinets, and open shelves (some of which they must
build themselves). They must create more space for work and storage
and rearfénge thew rooms tD have separate areas fﬂf leferent act1v1-

varymg mterests .

- Teachers need practical help at this stage. If the room has to be
changed, they need someone to hélp them change it. If they want to
try new. materials, they need someone to show them how.to set things
up. If they want help with record-keeping, they should be able to see
the sgstems other teachers have worked out. Advisors must be avail- .
able when teachers need them (timing can be crucial), and they must
be willing to “pitch in,” to get materials, to set up for activities, to do
everything possible to help make the classroom function so that teach-
ers can get some sense of success ahd have the satisfaction of seeing
that there is a payoff for all the additional work.

I recently asked a teacher, an experienced “beginner,” what had

" been most helpful in my working with her. She replied:

The _thing that I fnund most helpful was that you'd make a SUgges-
“tion, lLke we could Visit thé concrete plant, and then you'd say, T ll

{J‘gg
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g0 with you to check it out.” So often teachers need a hand. Or you'd ’

say, “I'll. call this guy,” arid then I could follow up ore'it. It was this
kind of thingi this little extra sort of aid that'is so hard for teachers -
to get . . . The most important thing was the initiative you took. .
When begmnmg teachers ask for help with subject matter, advisors
must be very sensitive. Too many new ideas, however well intended,’

‘can be overwhelming. I remember an episode from my own teachmg

I felt depregsed abqut the way thmgs were gamg in my c]ass, aﬁd

" but after she left I felt like u:rymg, I could not perceive her sﬁgge,stmns
_ as help. I saw them just as more things I had to do on my own—more

stuff to get, organize, and manage, more to learn about, more to cope
with—when [ was already feeling overwhelmed.

Subject matter learning, however, whether it is workingéw_ith ma-

terigls or ,vestlgatmg the’environment, should-be part of beginning
teachers’ inservice work so that they get mval\{ed with the materials
which children are working:with and begin to use the environment for
explorations. - .

Help with e:fgamz (tional problems (;Dijld be given by many experi-

:enced tEaChEl‘S 1E they 'were Freed to dc» thlg kmd of advxsary wark

csfﬁcxally sanctmned time to talk with othet téachers. ”Talkmg and *

thinking things out together-are not valued,”” a teacher told me re-
cently. “Sharing your ideas is not considered a legitimate activity for
an ipservice day.” Some school systems ace moving in this direction—

giving teachers one day a month and trusting-them to spend it as they

wish—but we are still a long way from having such ideas generally -

accepted.

’

New Ideas; Materials, and Agtivities
At this stage “"how” questions are askedﬁlé%s Gften ab@ut Elassr\‘m!‘l

“organization ‘and overall approach to teaching and more often about

some of the materials and activities to which teachers have. been in-
troduced at Mountain View Center workshops. Children may be
seen working with balancing apparatus, batteries and bulbs, st eam-
tables, or simple photographic equipment, and they may take trips in-
to thé ’chcml neighbnrhaad Thér’é is a Fair dégTE‘E of infgrmality iﬁ

'teachers stlll want praghgal h_elp, A teacher said to me:

A ln't DF iﬁﬁsultgﬁts tell ycm what yc’!u c’nuld dc’: but théy clc’m‘t help

F
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h”" to do these thmgs But that's not true at all you don't kﬂdw how
to'do it; you aren’t sure how to approach it.

Teachers also frequently ask for help in integrating these concrete ma-

’tenals with the more traditional “skill” subjects so that work with
- materials will not remain isolated from worl-: with laﬁguage and mathe-

matics. .

Because “second-stage” teafhers are nof struggling zﬁrvivalé
some of them have been successful traditional tinche or many
year5=adv150:5 must be able to work within the existing structure of
theu’ Elassmﬂms and adapt to thexr perscmal style C)ften the ‘adwsor

teachers nften feel anxious when an adv:sér ﬁrst EQF!ES to visit. I’ al-

~ ways get involved with children when I go to a classroom—whether I
" have planged to do‘so or not. It is probably helpful for teachers to see-
- that you/know your trade [cf. Katz’s observations about ‘“the need to

establish CfEdlblllt’_V’ of éxpertise fairly early 1}1 the advisor-teacher re- ° ,

latmnshlp" (1974, p. 155)].
Sometlmes teathers are mtm‘udated by Mcuntam VIEW Center 5 rlch

" you to come intb my room,’ “she sand “I'd be embarrassed I'm always

terribly embarrassed when people come out from the East [where she

.- had gone to school] and want to visit me.” It is important to be aware

of such feelings and to reach out and reassure these teachers that you
are: ‘not Cammg to judge or evaluate them. :

"’-Exte’ndjn "—Developing Your Own Curriculum

' Teachers at this stage are generally comfortable in their role. They

- have gaad classroom organization and plentiful materials, and childten
" are interested and involved. The teachers are becoming aware, how-
ever, that they w:c:uld bE dmng more to Extend Chlldféﬁ 5 learmng They

children’s work. _ .

Before teachers can extend children’s learning, they must have ex-
perienced this process in their own work. Mountain View Center
workshops try to give teachers the opportunity. Below is an_excerpt
from the journal of a teacher who attended one of our summer courses.
The general topic of her stady was weather.

We began thxs mﬂrmﬁg with various- 51zed Hasks ﬁlled thh water

XX «
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will heat the fastest and why? Which will light a match the fastest?

Which will burn paper? What would be the effect of putting India - :

Ink in the\water? There are endless possibilities which these questions
could lead 1o, ﬁazh person picked up on something different. I was
.interested ;n ,sag which fAask would heat the Easést From this ques-
" tion I becamé interested in, how much the temperature varies fromn
the sunlight to the shade and if different surfatek are a major factor."
" 1 placed eight thermometers (80°) on various surfaces in the sunlight
and shade. The temperature was consistent in the shade but there
were a great variety of readings in the sun. I began to wonder how

" the color of a surface affects the temperature and decided-to test this

" with colored paper. | really became aware of the, irﬁpartante of work-
ing through an expenence The process is “whére ir's at.’

Teachers who want help with extending seem to know that some-

, thu;g is missing from their program, but they arg not always sure what

myself realized only recently that what I had called extending
fact Eurrlculum-buﬂdmg Preservice education generally;does not__
are teachers ﬂ:\f this task. “I’ve never developed my own curricu-
lum, a competent third-grade teacher said to me as we were planning

g to develop a sx:clal studxes curntulum thaT would be meanmgful to

.go thmugh the tex‘thDki” Neither of thefn qu!te knew where or hcnw :

=

to begin. . .
Whgg teachers have experienced learning in some depth at their

- own livel, when they have solid knowledge of both child develﬂpmenf
and sobject matter and can use it as the basis for their planning, they

ard reﬁyﬁ: extend children’s learning and build their own curriculum,
Here again they need help in the classroom. ‘One of the teacher-advi-
sors meritioned earlier said to me:
I you're trying sémethmg new you have never done before, you need
h&p I need substantial help. I need to talk about ideas and possi-
.bilities. I need somebody there working with me, to see what’s useful,
wh, s not useful Ec: see lf my feelings are accurate. I need someone

Wi‘:rkmg WLﬂ’_l teazhers “at this stage of development is challenging,

“exciting, and very satisfying. We work as colleagues, learning from
« wzeach other and, 4s always, from the children.

Inservice education must provide for the continuing growth of
teachers at all levels of experience and maturity. If the most experi-
enced teachers are shortchanged, as they so often are because their
problems seem less urgent, school systems will continue to lose poten-
tial educational leaders. ) -

¢ .
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studies activities for her group. And a gixth-grade teacher, want=— __
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- Social Studies Explorations: Some Examples

When 1 ﬁi;gt' wént to Boulder, I spent much time helping teachers
with organizational matters, and I also encouraged them to take trips
with the children into the immediate school envimﬁ'ment._l taught a~
workshop entitled “Exploring the ‘Urban Environment” that I hoped
would help me get to-know my new community and help teachers get
acquainted with their city’s resources. ©ne of the places we visited
was Boulder’s Sewage Tréatment Plant. On our return to the Center
I described to a visiting biologist how the partially treated sewage was
slowly sprinkled over a large round bed of algae-covered rocks. ”The

- algae eat the bacteria and then the effluent is returned 4o the stream,” _
I said, quoting our guide at tke plant. “Algae don’t eat bacteria,” the
biologist said with authority. Noting our confusion, he offered to -
work with us, and two very informative lab sessions on bacteria were = °
inserted into my course. (When you are not restrained by time limits -

“or, by-a: syllabus that must be covered, you can afford to explore re-
lategesubjects to broaden your understanding.) .
-+ Forthe first time I'saw héw social studies explorations can lead into
science. Since then I have found'that teachers’ and children’s ques-
< tions, both in the classroom and on field trips, often touch on some

aspects of science, and [ have become aware of how my own scientific
ignorance limits the help I can give in this area. Social studies can be
greatly enriched if the natural connections with science are picked up
and extended. Adding science “increases the surface area” of social
studies, as Hawkins mighi say..That is, more children can find start-
ing points of interest to them if the topics for investigation are not

= restricted by artificial subject-matter divisions. By having access to -
the expertise of scientists, I can help teachers incorporate science into
daily classroom work, Both children and teachers cat benefit. Teach-
ers should always be able to draw on different resource people, and
learning from such people, whether they are scientists, artisans, local
historians, or just generally knowledgeable residents. of the commu-
nity, should be viewed as acceptable inservice work."

Teaching has ‘been described as a repeated cycle of ’diagnosing,
designing, responding, and then rediagnosing from failure or from a
child’s confirmation of success” (Hawkins; 1973, p. 14). What does it
mean in practical terms to diagnose, design, and respond? I will try
to illustrate this process with an example from my work.

Joyce, a second-grade teacher, had asked me for help with her social
studies program. We planned some explorations within the school

"
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building that were to lead to beginning ‘mapping. The children did
some nice block-building, but Joyce complained that they were driv- )
ing the toy trucks down the school corridor.’ That day when I had
driven’ to the school, I had noticed some machinery on a dirt road
alongside the playground. Taking Joyce's cue” about thechildren’s
interest, I suggested that the roadwork might be a suitable topic for
study. Joyce was interested, so during her lunch break we went out
to talk to somie of the workers. We learned that the road was going
to be graded and paved with asphalt and that a concrete storm sewer
would be constructed at the intersection near the school. We found
out who was in charge of the work and asked about the names of
some of the machines. Later in the afternoon we took a group of
children to watch dump trucks and graders at work. That was the
beginning of a study that continued for about two months. Because
there were long pauses between the:different phases of the work,
Joyce asked colleagues whose classrooms faced the road to alert her
when something of interest was happening. Whenever a messenger
arrived in her room with news of impending action, Joyce dropped
what she was doing in the classroom and took the children out to the
road. . ,
When we first watched the dﬁmp trucks, some children wondered
where the “dirt’”” came from. We asked the driver and learned that he
picked 1p his loads at a nearby gravel mine. [ arranged a visit to this
gravel mine with Joyce aftef school. We were given a tour of the plant
dren, which was a great success.

" After the road was graded, a water truck wet the loose dirt and a
roller packed it down. The workers explained to the children why this
had to be done before the asphalt could be poured. New questions

«: and found the operation_ fascinating. We'planned a trip with the chil- |

were asked now: What is asphalt? Where does it come from? How is

it made? Joyce and [ made an appointment for another after-school
visit, this time to the asphalt plant, and again we arranged a trip for

the children so they could see how and where asphalt was made. Be-

cause of changes in the construction schedule, we went to the plant

: before “our” road was paved. When the trucks with the hot asphalt
* finally arrived, excitement was high. Teachersrand chyj

ren spent al-

. During all this time many of the classroom activities revolved

_around the roadwork. There was much writing, drawing, painting,
‘and block-building, work with science and math, and many good dis-

cussions about machinery, raw materials, and work processes. Chil-
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dfen 51Fted and sorted aggregate from the g;a\rel mine; made ‘a large *
- mural of the various stages of the roadwork, constructed a simple”

conveyor belt in the block corner, and so 0a. They were involved and
were learning on many different levels. “

Joyce’s own learning”was also impressive. Much of her previous
teaching had been in brief units. At the end of this experience we

planned to shift our focus to a nearby construction project and use it

as a new, although related, starting point. As we talked, Joyce sud-
denly exclaimed, “We’ve got the whole year laid out!” And then she
added, The fun part of working this way is that teachers can have
fun too.”

. How did we develop this curriculum? We place& the chlldren in
strategn; positions for making explorations.” We listened to their
questions and planned opportunities that would help" them find-an-
" We “diagnosed, designed, and responded.” Working in this

swer

-= way, you never plan for a definite outcome. You have a starting point

™

—in this case the roadwork near sctrool—and some general goals—

Enr Example, to shgw where raw mater;als come fn:l’n and hnw ma-
go into the paving of one bloﬁk of foad but you never know ex-
*actly what will interest individual children. Theréfare, you cannot
decide in advance what they will learn.

When an activity has worked well with a group of children, there
“is the temptation to write it up for others, to”package it for wider
consumption. A nice primary text could be made from our experience,
with phgtagraphs uF all the wark we Dbserve-d but rf anﬂther gmup
get as mvnlved or mtérésted as thE grgup whlch we war‘ked WIth
Children at this age must have concrete experiences that relate to their
own lives. Describing what worked with one group of children as an
example of useful classroom work can be helpful to others as long as
it is not intended as a model to be copied. Curriculum developers
should prdLILE more resource baaks FD]‘ teachers with batkgrauﬁd in-

ful, for Example, if JGYEE and l had, had a book w;th names “and pu:-

tures of the different machines we saw on the road, information on .

different road surfaces and the manufacture of asphalt and concrete
cement, an account of the history and ecénomics of road construction,
and statistics on roads in the U.5.

-Texts can never take the place of first-hand experiences. A curricu- ~

lurrt developed by adults for childfeg cannot respond to children’s

questions. Only-when children are sgfking the answers to their own
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o _questions will they begin t¢ learn. The questions you ask depend on

your prior experiences. T have taken three trips with different groups
of teachers to the Boulder Water Treatment Plant. Each time I have

had different questions. The first time my main interest was general:

Where does the water come from? How is it treated? How'is it dis~
tributed to the homes of the city? My second visit took place after a
trip to the sewage plant, and this time | became interested in the fact
that drinking water becomes sewage, is treated at the sewage plant,

from which it is returned to Boulder Creek to become the drinking

water of the next town, where it is“treat_ed again, and so on, all the
way down to New Orleans. How often can ‘water be treated and still
remain water? I wondered, Two years later on my third visit I had a
completely different question: How is water pressuré reduced? I knew
that transformers refluce electric voltage,’ but what happens with
water? It builds up tremendous pressure as it descends 7,000 feet from
the glacial lakes to Boulder. This pressure has to be reduced before
the water can bé piped info homes. _ '

Charlene, an: éxperienced, first-grade teacher who has taken many
courses at Mountain View Center, understands this process well.
“You never plan for questions,” she said to me recently as we were
discussing curriculum planning. “When' the children ask questions,
that’s when you go'to work. The more experience you provide, the
more questions are going to come up.” .

A year ago Charlene felt that the children’s activities were not
sufficiently connected with their lives outsidé school. We worked to-
gether for over a year on a social studies curriculum that wéuld pro-
vide a framework for learning in all subject areas and be meaningful
to the children. Our collaboration was a rich experience that I can
summarize only briefly here. - B S

First we wanted the children to get to know eackr other, learsi™ to- )
care for each other, and accept and value individual differences. We
knew that such things can never be taught and that a classroom with
interesting materials and varied activities is a necessary prerequisite
for a good life in school, But we wanted to have some activities that
would involve all the children and bring them closer together. Be-
cause Charlene liked group discussions and wanted to become more
comfortable leading them, we decided to start there.

Early in the school year we had many discussions on subjects re- -
Tated to the children’s lives—their homes and rooms, their families,
their parents’ work, pets and toys and TV programs, favorite foods,
trips to visit relatives, and 'so on. During this time I suddenly realized,

I, h

- b
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fn:xm what they were saying but I was not helpm.g her leam hc:w We
began to- tape=recgrd the dlSLLlSleFlS 50 we cauld analy;{e them after—
asked, ‘what comments they made,, and how and when we réapgndei
Charlene learned to really listen and tune in to the children’s think-
ifg. At-therend of the sche ool ¥ year she described herlearning:
We started talking about the kids and where they are and what they
bring to 5\thm:l Eéfﬁfé I really assuméd a lcz't Théﬂ we talked abc’:ut

I began to thmk abnut that when I was plm’mmg Nc;\w I d(‘mt assume
anything and I'm giving the kids a chance to talk. Sometimes it seems
as if they do understand but as they talk more and more, they have
"sc:i many questigm Als(:: béf@fé I waﬁtéd end-products. i was éc’m—

wanted sﬁmethlng nice at the end. Last year, the End pmdutt didn't
matter any more. | got involved in what was going on while working
with the kids and I let them do the whole thing, even if the end-
product didn’t turn out to be something “nice’’ that I could put up.
_Later in the year we planned walking trips for small groups of
chlldren to visit their homes. We noted how we got there, compared
building styles and materials, and did some very elementary mapwork
in the block area. Charlene also asked parents to come to her class.
Some brought younger siblings along, some came to talk about their
work, and some just visited and joined in the activities with the chil-
dren. Then we planned a-series of trips into the community to visit
parents at work—in a local brick factory, a beauty shop, a hospital,
a pumpkin farm, a tea company, and the fire station. The trips were
particutarly exciting for the children who saw their parents, but the
places of work were also interesting places to visit in themselves and

~ provided meaningful connections between the classroom and the out-

side world. Throughout the year the content of much' of the children’s
work in language, art, and science related to these trips, and work in
the classroom often'led to further explorations in the environment.
‘When we’ went to the brick factory last year—a particularly excit-
ing trip because the children could observe the whole process of brick
manufacture—Charlene thought that follow-up activities would take
about a week or two. However, as we started talking about all the
different aspects of brick-making-—how the raw material is changed
from dry clay, to wet clay, to large molded rectangular chunks of clay,
to individual bricks that are air-dried ‘and kiln-dried and then cooléd

—and as we recalled the sounds of the machines and the heat of the
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kiln and the many different jobs of the people we saw, we realized
that there was enough content for many weeks of learning. This year
Charlene decided to take her class to the brick factory early in the
year so that she would have ample time to pick up on children’s ques-
tions in the classroom, plan related trips, and, if necessary, return to
the brick factory with groups of children who wanted to go again to
concentrate on special aspects of the work. )

Last year Charlene clarified her thinking about general goals for
her first-grade class and also began to plan for individual children’s
needs. This year her curriculum will give children a better under
standing of how humans use t‘heir environment and how they change
the earth for their needs. ' '

“How is curriculum development related to the professionalization
of the teacher’s role?”’ is the question L. was asked to discuss. 1 believe
that we need to change our perception of the teacher’s role before

there can be any significant change. As long as teachers are regarded -

as implementers of a curriculum designed by others rather than as
initiators and developers of their own curriculum, as long as they re-
main at the bottom of the educational hierarchy and do not have a

compassion and who will be committed to their own continued learn-
ing and growth. Not many such individuals choose-to stay in the

\ classroom. Only when teachers are given full responsibility for their
\job and learn to take this responsibility will teaching become a re-

spected profession.
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Partnership for Curriculum
Development: A Personal View'

Anthony J. Light

"In England the school system is organized by local authorities,-
which are somewhat equivalent to American school boards. The cur-
riculum that each sr_hncl fc’)]]nws is very much the respan%ibility of the

vamusly the teachers have to have some educatmn in cantent, they
get it from their teacher training. Teachers at the secondary. level have
also done some intensive study in a particular discipline. ‘

What happens in the classroom as far as the instructional mode
and the content are concerned -is very much up to the teacher. This
feature of our system has tremendous advantages. The biggest one is
that the teachers are thoroughly professional in their choice of activi- .
ties for their students. Also, they have a chbice of materials, which
they either get from published sources or duplicate on their own.
They are expected DE course, to Lacperaté w1thm the scht:njl to pm—

5 ’h’ ol prmmpa] The sthncl prlnt:lpa] is ﬁnt ]ust an admlmstratt}r he'
or she is very rnui:h a leadér ﬂf édur_atmnal 1deas who wi)rks with the

TthE are, gf course, EutﬁldE ‘influences on sdmal pmgram Quahﬁ=

. cations for entry into higher education, industry, and occupations

very much depend on a system of public examinations. Teachers in

the secondary schools are responsible for preparing their students for

these examindtions during the last two years of compulsory school-
, -

'3 This chapter was ad;\ptzd frc:rn a presentation to the Curnculum Development
Consortium, Hazel Park, Michigan, sponsored by Detroit Public 5chools, Region 8,
Centerline Public Schools, and Wayne State University, College of Education,
June 1975. ’
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© ing, that is,when the students are 14 and 15. At 16, when compulsory

schooling ends, some students stay on in school to take advaméd
courses for university entrance (sixth formj, or they may go on to’

further education in community or technical colleges. Even at these
levels, whére there are alsc: pubhc Exammahc&ﬁ the Lagtent .:md the

ThETE is a blg advantage in hawng respgnalblllty, then but critics
contend that there are a couple of disadvantages. The first is that each
school develops its own unique curriculum. The res sulting diversity
can lead to difficulties if the population is mobile, for children moving
about with their mothers and fathers have to pick up new programs
that are not standardized. It can also lead to a great variety in the
quality of what happens. It was these disadvantages that- eventually
led to the setting up of a central body—the Schools Council— -to try -
to produce, not a prescribed curriculum for all the schools, but u:leai
that would permeate the school system in England and Wales and
generate a solid base of theory in the disciplines and in pedagixg@ that
would enablé teachers to raise the level of their teaching.

When the Schmals Council was formed in 1964, | was the head of
the gepgraphy and geology department in a secondary school. I had
taught mathematics, religious education, ethics, and philosophy as

< well, and I alsa had mtrodmed \mcatmﬁal courses in land ELII'VE‘YIHE

In England and Wales v we havg a ttam UF national maper:tars whg re-
port to the central Ministry of Education and are responsible for the
overall quality of education. They work by region and subject. In
1964 the regional inspector for geography came to see me. [ was
scared stiff because in those days inspectors and advisors could affect

* your career prospects. Fortunately on this occasion the inspector care

and said, “Look, we're holding a teachers conference in about three
weeks, and we'd like you to canmbute to it by explaining how you
organize your geography program.” -

I went to the conference and it was the first time in 11 years of
teaching that I had an opportunity to-talk to ggngxaphy teachers from
other schools. I had been all on my own, I had h.id to make mv way
as best [ could, and although I had picked up ideas from books and
my own observations, | had felt very isolated. Discussing my program
with other pujplé was a tremendous experience.

A man from a local college of education was present at the meeting,
and he and [ struck up a friendship. He persuaded me that my best
future lay not in the school system, but in the college. I moved to the

\Lp
'
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college, where 1 had tD‘LhaﬂEE the whole of my thinking. 1 had to
train teachers partly on the basis'af my own experience but partly by
going to new situations in elementaty and secondary schools. I had

" not reahzed how quickly my friends in the teaching profession would

regard me as somebody who knew nothing about a job. In the very:
early -days they would say, “Oh ho, we see you have left teaching
and taken an easy life out in a college of education.” That attitude is

. present among teachers even now. But we tried in a number of ways

to break’it dGWI’l What we wantéd to realize in this college of educa-
tion, which. we were setting up for the first time, was a living rela-+~
tionship with the ELhDDl% we wanted to do our work in the schools,
bring children’ into the college, and, intgract as much as we possibly
could. We chose a number of different ways of interacting. We used
to'go in regularly with teams of education students. We used to estab-
lish a working relationship with the school principals so that we could
aEFE‘E on th(: kmd DF criteria by whuh we wguld ]udge the EdULatlun
deqts wzth the armngement of content and Gther mstructmnal tasks

| found this work most exciting. [t was easy for me, perhaps be-
cause [ was teaching a subject that allows everybody, Df whatever age
or standard, to use basically the same methods of inquiry—that is,
observing directly in the field, bringing together information, and

.comparing one area to another. So just as a five- or six-year- old child

in an elementary school could do a survey of his or her own shoppmg
cénter, so at the research level, in which I had worked previously, I
was able to do the sort of work that Brian Berry has done at the Uni-
versity C‘!‘E Chicago in terms of hierarchies of retail centers. I found in
my contacts with colleagues in the college that this kind of approach
was possible in many subjects if we only got ourselves in the right
frame of mind. So my own views about education were considerably
influenced by %éing able to work with teachers and share with chil-
dren ways of inquiry and discgvery that [ had never thought possible
when I was teaching in a formal way. '

I stayed in that job for a few years, and then [ felt that I was be-
ginning to get a little bit too precious. That, in our terms, means a
little bit too high-minded and a little bit too remote from the realities
of the classroom. [ also felt that T wanted to make a more direct con-
tribution to the school system. Therefore, I pfoved into administra--
tion, in Bristol. I thought I was going to be“able to get more directly
into the schools, but the fellows who were teaching thought I was '
evén worse than a college of education lecturer because I was one of
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“the establishment.” But I still felt that it was important to work in
the way in which I had been encouraged by my experience in the
college and the school system. So I.began to look at ways to bring the
heads of the geography ‘and history departments together to share
views, look at programs, try to update programs, and, particularly,
generate materials about the local area. I did not need to set up a
special arrangement to get these people together because in England

" we have subject teaching associations—in this case, the Geographical

Association. This particular association brought together professors of
geography from the university, teachers of geography from the ele-
mentary schools and the secondary schools, teachers of geography in

.the colleges of education, and me, an administrator, trying to do his

best to help the system work.

We did some great things together. We asked teachers to produce
a geography and a history of their own school district. We then went
a stage further and arrived at quite an exciting project whereby the
field work in local history and geography in one school district was
exchanged with the field work in another district. A downtown school
would send its students up to a suburban school or a country school,
and the teacher would take them around the “trails.”” * The way in
which we were able to exchange ideas and come to some common*
views about what should be taught in geography was incredible,

At this same time I heard about the Nuffield Foundation’s math and
science program, which was established on a national basis, I thought

Lo

fes

to myself, “These national projects don’t seem to have much relevance
for us.” But the local authority decided that it was going to cooperate
with this national project. We were very worried because people from
the national project had said to us, ”You can only come into this pro-
gram if you'll set aside a building where the teachers can come for
training, for sharing experience, and for developing their own cur-
riculum materials; we’'d like for you to call this building a Teachers’
Centre.” We had never heard of a Teachers’ Céntre before. Although -
Wg were used to working together, in the way I've described, we were

" not sure what would happen when we started on this Teachers’

Centre. : .
We opened in an old house in a downtown district. There were twa
big rooms. One contained benches for craft work, a photocopying

4 “Trails” are local walks planned by teachers for their students. Inquiry guide-
books are prepared to highlight the Significant obsgfvalttons that students can
make. Open questions are designed to foster thinking about the observations, and
means for recording the observations are suggested.
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machine, a small lathe, some project equipment, and so on. In the
other there were tables and some equipment that we had scrounged.

When the project team came down to address us, we expected them
to tell us precisely how to teach_science and math in elementary pro-
grams, The leader of the project at that time was Dy Jeffery Mat-
thews, a mathematician. He sat there in front of us apd said, “We
want to find out what you know :m& what you can co aqt}ibutétm this
project. Let me start by giving you a few ideas, We've'put out some
equipment on these tables=—on one some structured number appa-
ratus, on another some different shapes, on another some glasses and
jugs, and so on. What | want you to do is get yourselves in groups
and think about the potential in this material.”

We were really quite astounded: Math isn’t about jugs and glasses;

it’s about tables and computation and how to go through the proc-

rolled up our sleeves, but I think we were annoyed above anything
else.
From that first meeting grew the t[emendaus idea of cooperation

" between principals and school systems, local authorities and school

advisors, and college of education tutors, not coming with a fixed
viewpoint about what should be taught, -but working out together
what we could do with equipment. The project leader said to us, “We
will come around again and see what progress you've made, and if
you’ve got good ideas, bring them to us. We will eventually collect all
of them in a guide for teachers, who will then take your work and
adapt it.” I have never been more impressed than I was by the prog-
ress that we made. We all felt that we had something to offer, and
we learned so much from each other. Somebody who had been a
principal for 20 years found that he was learning from an assistant
teacher who had been out of college only two years. A hardheaded
old nut of an advisor who thought that he had learned it all in the
college of education and in the schools began to think afresh “about
how to tackle curriculum problems. )

This partir:u,lar way DF wcxrking, bmught me iﬁtc touch with the
c1dtntally at flrst that the :Ch'c‘)lL Cnunul was running currlculum
projects of this kind in geography, history, math, science, English,
humanities, and so on. As I gradually came to appreciate the work
that these projects were doing, [ began to think that the idea-of the
Schools Council was tremendous, and having got in touch with the
people who were working with the Schools. Council, I éventually

joined them.
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What is the Schools Council? It started, as I said, in about 1964, at
a time when the teacher’s sense of isolation was most acute and when
there was the feeling, shared in the United States in the early 1960s,
that something positive and systematic ought to be done to try to
make the curriculum more appropriate to modern society and tech-
nology. At first the central Ministry had a small group that met be-
hind closed doors to consider how to improve the curriculum. The
lose the freedom and responsibility that it had treasured over the
years. Therefore, the teachers unions and the local authorities went to
the Ministry and said, ”Look, in the question of the curriculum, re-
sponsibility should be shared among the teachers who have to do the

“job, the local authorities who have to provide the resources, and the

central government that is responsible to the country for the educa-
tional program.” , :

So the Schools Council was set up with these three ‘constituent-
Every time the &chools Council has a meeting to make decisions about
policy in its senior committees or to consider the curriculum in a
particular subject field or age range, sitting around the table.will be
people from industry, people from parent and community associa-
tions, and people from the local school boards.,That kind of ideal, of
partnership, we have always stuck by and still persist with. Every-
body shares a common commitment t§ improve-education. Because
we are not working for the government, because we are not: there to
argue about conditions of service or salary or tenure, as the teachers
have to do with tfieir local school boards, and because we are not
just concerned with administration, we are able to make an effective

. contribution to the development of the curriculum.

How do we do it? T have already mentioned the project which I
first came in touch with. Most of our projects work the way that one
did. A small full-time team is set up. It is usually based in the univer-
sity, but not always. It has the responsibility to interact with a large
number of teachers, basing its work both on the teachers’ practice
and the theory that is available either in a discipline or in educational
research. Usually the team’s first responsibility is to get around to a
large number of schools and ask teachers what they are trying to do,
what good examples of curriculum they have, that can be used to en- -
rich' the national program. So the projects are very much a partnership
between-a small team and a larger group of teachers, and theory and
practice are linked all the time.

-
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Geography is-a subject in which we have had some very successful
projects. In the latg 19605 we in.England decided to raise the school-
leaving age from 15 to16. Of course, many students stay beyond the
compulsory age. The students who were not staying were obviously
not very interested in school or perhaps not very intelligent, and they
were regarded as likely to drop out. We set up a number of projects
to look at their needs. One of the projects was called “Geography for
the Young School Leaver.” The full-time team comprised two uni-

versity people, two teachers, and a person with experience in design
in about 60 schools. They wanted new ideas in geography to be the
framework for the project, so they included modern concepts of
settlement patterns, transportation networks, etc.—concepts that were
being dealt with at the research frontier of the subject. They wanted
to put these ideas into a form that would be acceptable to young peo-

demic geography at all. So they asked the teachers to-translate the
experience, or the philosophy, into classroom procedures that would - -
be useful. They took the geography of recreation as one theme, call-
ing it*"Man, Land and Leisure,” and they asked the teachers how to
get across the relevant concepts. ;The teachers came back with some
pretty good ideas. They said, “We can take surveys of what is avail-
able for young people: Where are the parks? Where are the football
grounds? Where are the ice rinks? Where are the cinemas? Where are
the play spaces for very young children? Where do people go on
holidays?’ :

were incorporated into the project. The project produced materials
from the teachers and the project team itself. A unit was built that
about things like recreation custems among people in England—for
mountains—and to introduce problems about the conflicting use of
land—for example, whether a national park should be for the farmers
or the tourists. Those were very exciting days for the schools that
were involved in the project.

After the project had worked for three years with some teachers,
the Schools Council was faced with having to get this way of working
transmitted to as many other teachers as possible. First we identified
one person in each school district in England to act as a leader for a
local group of teachers. Then we clustered these leaders in regional
teams and identified a regional coordinator to help them -out, assist

¢

_example, whéthéf they go to the coast or whetheér they go to the

Fa L
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them with resources, interpret the project’s aims, and so on. Twelve
regions were served in this way by twelve regional coordinators,

' drawn from colleges of education, who worked with local group
“leaders, drawn from the teaching profession or from the advisors, who

in turn brought their colleagues into a working relationship so that
the project’s ideas would be spread out regionally and locally.
What I have tried to do is to show, very briefly, how my own think-

'ing was conditioned by the fact that I was isolated in the early -days;

in
[ did not have a chance to see colleagues. Opportunities were opened
up to me and led me to express the idea of partnership between teach-
ers, the college, and a school system, and how it can bring about cur-

riculum change.

Now let me.raise some questions that [ am commonly asked by
teachers. ' ‘

How .do teachers get time to work on curriculum development?

Curriculum development is not for every teacher. Some have a

- home to run and other responsibilities. On the other hand, it is possi-

ble to find time. We expect teachers to give some of their own time
voluntarily, but we have been able to get the local authorities to pro-
vide some time during the regular school day. We have also been able
to use conventional inservice programs to introduce curricylum devel-
opment. For example, instead of having teachers attend courses and
hear lectures by important people, or attend school workshops, we
have used that time for curriculum development. Additionally, on
closure days, when the students have a holiday but the staff do not,
we have brought teachefs together from different schools to work on
program development.

What about fingncial support for curriculum development with
teachers? . R

When there was money (there is not so much now), many local

‘authorities would release what we call teacher consultants or advisory

teachers either full-time or part-time to work with the curriculum
project teams and visit classrooms. These advisory teachers are a very
potent force for change because they are still teaching and are ac-
cepted by colleagues as being able to do the trick in the classroom.
There are many ways of financing curriculum development but a great
deal of our work is being done voluntarily. ;

At present, teachers in England do not get credit for curriculum
development. The Schools Council is trying to obtain university vali-
dation or accreditation of curriculum experience as comparable to
either the undertaking of a research program for a master’s or a doc-
tor’s degree or the undertaking of a course of lectures.
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Who makes the decision that a particular subject is going to be
studied, and what process is used?

When the Schools Council was first set up, it determined a broad
program. Then school needs were brought to its attention, among
them a need expressed by teachers, universities; and local authorities
for more systematic work in linguistics—a ““mother-tongue” language
development program. So that need was made a top priority. Another
nééd was preparing Fr;vr 'thé raisiﬁg nf thé E’clmﬂl 'leaving age, -whicfh
that there were need% in the major 5ub)ut areas hke Beggraphy and
history. Ta. determine the needs -we set up LDmmlthES that interacted
with the profession and the universities. Recommendations on pro-
gram development were made by the committees and forwarded to
the governing body of the Schools Council.

“There are two other main ways in which we allocate funds. Pro-
posals to do particular work can be put to the Schools Council. We
consider them in the same way that we consider proposals from our
committees. More important, we now recognize that teachers are
dt’:ing a trémendously valuable j@b withDut wnrking with a ﬂatmnal

require some resources or advice. For cxample, if a teacher had a
project and had already had some input from the school board and
the university and wanted to extend it to other school districts, the
teacher could ask the Schools Council for a grant. Grants are not
given on a political basis. The Schools Council is genuinely trying
to spotlight what teachers themselves are doing and advance their

ideas. |

Do you pay the university people who become involved?

Members of a full-time team are paid their salary equivalent. People
working in local groups are compensated in a number of ways. First,
a lot of the work is done voluntarily. Second, soon every college of
education and university will be expected to have an institutional
commitment to inservice work, and their staffing and grants will take
account of this Cammitment)Third, school boards have funds to pay
university people very modest rates. | found it necessary to have such
funds when I was at Bristol. | paid college lecturers the fee that they
would get for giving a lecture or running a program. Invariably these
people wanted to be involved in curriculum development anyway
because it was helping their work. Where preservice students were
going into schools as a group to support curriculum development, it
was part of the institution’s program. There is very little money, so
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Must a }‘Z?,ﬁhn center have a geographic location"where people can
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riticism that tca;her centers are not quuentl‘_y well equlpped
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%o dét he job, and there is a tendency to look to colleges of edumtmn

“'1

o hecome professional centers and take on an inservice function. Fo
this reason I usually talk about teacher centers and professional cen-
ters infte m¥erchangeably. My view is that a teacher center should not be
cation alone; it should be a networld®f collaboration. For example,
in some of our projects we are working in a college of education that

[

haq %pcual mterett resources. The unit-in the Lullege nf edumtmﬁ 15_

5Lrvm; and the m;hcml: The pnmt is, you have to hav& an mmgmahve
concept of what a teacher center is. If it is just a place, the only peo-
ple who will use it will bg those who live within a mile of it. What you
have to have is an intefaction of collaborators, and, in fact, some of the

functions of a teacher center may take place and should take place in

the schools, where the action is. So I think you want a fairly flexible
approach. ;
What is. the best size of croup to involve in inservice education at

one time? Can the group get too hig

As soon as you have to spend more time on communication thhm
the system than on work, the system has become too big. I am very
attracted by the cell structure of Communism, if not its philosophy.
A cell structure is a very potent force. An inservice e group can be re-
garded as a cell. A cell can bring other people in, but it has to be pre-
pared to proliferate too; new cells must take on the function of lead-

ership. People who have learned to work together and have developed

leadpr hip skills must start sharing these skills.

You have to have an underpinning administration, partict
you are dealing with resources in a big institution like a gch@-
tem, but the machinery should be kept as simple as possible and
should allow people the flexibility of working in groups that are man-
ageable in size. Otherwise vou tend to get into the old rut of “course
provision”—somebody in one group making decisions on behalf of
another group. There should be freedom for each group to make
decisions.

L
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Let me give 'yﬂu an examp-lé When I was running an in:ervice pm—
teachers, but it Fa;led So I thgught that I wmuld Eet a group aF pmten—
tial leaders from the profession tosda, the teaching. 1 got some fellows
and worked. with them on interaction analysis and leadership skills
and s0 on, and then I told them to get on with the job. So instead of
my speaking meffectl,vely to a group of 50 teachers, 12 leaders worked
with groups of 20 each. We continued this leadership development
prag:am by bmldmg up ]ESdEIShlp wherever we cuuld fmd it.
twe underpmmngg whuh daes not qhuw The secret is ta get 5uppDrt
I used to go into a superintendent’s office and talk to him about his
problems and my problems. And together we would decide what we
would like to do. My point is, Why can’t you get your teachers in on
it? Why can’t you trust them a bit more?

How have teachers who have taken this leadership role dealt. with
peer reactions to them?

"There is a lot of cynicism. Anybody who is on a leadership course
is thought to be favored. That is why it is very important to give peo-
ple maxi‘murn Gppormﬁit'y to be invalved aﬁd make it c:lear that yuu
hlgh respcm lblllty but beaau;e there is a tazk ta be undertaken

Can leadership roles be changed? Can they shift from one person
to another within a group? v !

Jeadership exists all around us. It is a quality that a group can
share, and it comes because'you want to maximize the contribution of
everybody in the group. If you have a project on transportation and
the automobile industry, there may be one. obvious leader in the
group. If the need is to get money from the school board or twist the
superintendent’s arm, there may be another obvious leader in the
group. If the subject is learning theory, the leader may be the uni-
veriity person. 1 d:’:n’t beiieve in mnFerred [EadEFﬁhip, I believe in

require leferEﬂt Fnrmg DF leaderghlp

What can be done to encourage the interc hange of urnlelum idens
between schools and districts?
" That, in my experience, is one of the most difficult problems. In the
northwest part of England there was a project involving an ENOrmous
number of teachers who were setting up curriculum development cen-
ters. [ went to one of these centers and asked a teacher who was work-
ing there, “What do your colleagues in your school think of what

-
b
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you're doing?”* She sald “To tell you the trutk, I don’t tell them a
great deal about it. They just thirk I'm having a free aftérnoon. I find
it very difficult to communicate. the enthusiasm that I'm experiencing
.here.” That, to my mind, indicated a problem in the school. The gen-

eral atmosphere was such that the teachers did not easily open up and

_ express. mutual trust. If 1 had been responsible for that particular

school system, | would have been getting in there with the principal
and the senior staff to do something about the problem because it was
basically, a management problem.

So then I said to the woman,”Well, what does the school down the
road think about it?”” “Oh,” she said, “they are not involved in it.” I
can cite so many instances in which a school has struggled through all
the difficulties of developing, for example, a ninth-grade humanities
course, and a couple of years later you go to the school down the road
and it is struggling with,all the same difficulties. Why ds:mt they go
up t the rnad for hélp? Théy are too busy

tendent to enmurage a more gpen and Erank exghange between
schools. At the secondary school level, the exchange should occur
among specialists—geography teachers, social studies teachers, and
so on. At the elementary level, where in England the class teacher
handles most of the program, the district administrator should arrange
an exchangg of ideas. For example, a number of schools in Bristol
were skruggling with the concept of cooperative teaching, so we used

_one of the school closure days to bring everybody.together and ex-

change views about opportunities, pmblema, and possible solutions.

.That is probably a way to begin—to identify some common problems

that teachers want to share, and to bring the problems out.
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- : Coylaborative Research
Implications for
Inservice Development |

Edward A. Chittenden, Geraldine Charney,
J,’ : and Rhoda Kanevsky

This chapter is based on experiences in a project that has brought
together teachers.and researchers to study children’s reading. The proj-
" ect has two major, interrelated purposes. The first, a substantive goal,

is to conduct research on the variety of ways that children become
readers. The second is to begin o, develop a methodology that repre-
sents a more collaborative relaHonship between practitioner and re-
searcher. In this chapter we examine the methodology from the
teachers’ viewpoint and consider its implications for inservice de-
-velopment. .
‘The first section of the chapter describes the plaﬁ of the study and
the nature of the teachers’ involvement in collecting and analyzing
classroom-based data. The second section deals with the significance
of these processes for the teachers” analysis of learning and for cur-
riculum planning. Although many other teachers in the project would
probably share the views expressed here, this chapter is essentially the
work of the three authors, one a researcher, the other two teachers.

The quotations are taken from our own discussions of the topic.

k]

" A fundamental goal of the project is to document and analyze the
different ways that children acquire the skills of beginning reading
‘and progress toward reading proficiency. The fact that children exhibit
~ individually distinct patterns in learning to read is widely accepted in

much of the pedagogical literature and is supported by certain psycho-

49
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linguistic theories. However, documentation. studies of such md;v;dual,

characteristics as styles, patterns of interests, rates of development,
reading strategies, and ways of comprehending are almost nonexist-
ent. Aside from a few interesting reading biographies, there has been
very little basic'descriptive work aldng these lines. There are many
reasons for the neglect, but probably one of the most powerful in-

fluences has been a preoccupation with studying methods of reading
.instruction, in the hope of finding those that “work” for the vast ma-

jority of children. This project rests on the premise that the study
of individuals will enlighten pedagugn:al methods, not the other way

_around.

Along with documentatioh of individual patterns, the project seeks
to develop formulations about children’s reading that have promise
for use in instruction and that have implications for research and
assessment. We hope to derive these formulations over time by com-
'paﬁng and tontr’asting data men individual dﬂiumentatiﬂfls with the

ficahans or grade level referents (grade m:rms) yet will be more clar-
ly connected to classroom behavior than theory at a hxgh level of

abstraction,

Plan of the Project

tornfally, whether in resean:h on readmg or other areas of study, the
potential contributions of insights and observations from expenenced
teachers hiave been overlooked, to the detriment of prngress in edu-
cational research. Clnsmg the so-called research-practice gap is not
simply a ‘matter of devising better systems to disseminate research
findings; it touches on fundamental shortcomings inherent in conven-
tional research designs in which the research has been poorly adapted
to the complexities of Elassmam life and the perspective of the prac-

" titioner.

With such problems in mind, the project has systematically drawn
on the observations and ideas of the participating teachers. Teachers
have contributed. to general planning (primarily during extended sum-
mer meetings), development of major data-collection procedures, and
collection and analysis of data. The aim is to establish a pattern of
reciprocity between teacher and researcher so that the perspective

7
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COLLABORATIVE RESEARCH . -

,,,,, Althnugh the pmfessmnal mlés of teasher and researcher ab—‘ a
\nnusly wcall for-different .Capabilities and are responsive to different
obligations; the project seeks to ‘establish connections between the twn
to better investigate questions of mutual interest.

To date, the project has involved about 40 classroom- teachers, a
. number of observers, and the research stafiof the Early Education-
‘Group at the Educational Testing Service (ETS), The teachers and ob-
servers have all had substantial classroom experience, and many have
been associated with advisory/teacher centers. In addition, a number

: parﬁﬁpated in 'prévious pfojects of the Early Eauf:atian Group a:id in

in Narth Bermmgtcm Verfnﬂnt

The basic unit of the study is a team tnns.lstmg of a teacher, an ob-
server, and an ETS staff member, Eich team focuses on the reading
progress of one or two children in the teacher’s classroom. Data col-

" lection includes interviews with the children, samples of the children’s

written work, oral reading samples, and general classroom observa-
tions. Perhaps the most important form of data collection—ppobably
unique—is the “descriptive interviews” with the teacher that are con-
dm:ted three or four ﬁITlES a year. T’he interviews are a way af remrd=
tap the pracnhaners ways of obser\rmg, it has been 1mpartant to have
interview guidelines that systematically elicit observations without
becoming a checklist. Such guidelines were developed with the teach-
ers. The interviews have a definite’ plan and raise specific questions
about a child’s learning and development, but the questions are none-
theless open-ended. They start first with the teacher’s primary im-
pressions and observations and then probe or otherwise raise ques-
tions about topics the teacher has omitted or left unclarified. Inter-
views are conducted by either an observer or a researcher and typical-
ly last about 45 minutes. The excerpt below, taken from an interview
conducted in the spring, illustrates the process.

Teacher: Lately he’s been reading biographies. He sometimes picks

very hard books, and he will struggle for a long time with them. And

then when I hear him read he really doesn’t seem to have it. But he'll

keep going as if he gets a sensdof it. I don’t think he’s just word-

calling; he's reading for himself. :

Interviewer: Do you think he can read more to himself than he can

out loud?

Teacher: [ don’t know. He sometimes can’t tell me afterwards what
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he's read. He has: m;ny ]lmits Eis vazabulary is coming along, but
‘he doesn’t have a lot of things to hang some of this onto—he doesn’t
have other handles—so that when he reads he has to be veiy con-
crete and go back to it He can’t extrapolate from it afterwards and -,
say, “Well, this tells that Gesar Chavez started out tlus -way.” It's ~
just too much for him. '
Interviewer: 50 you mean if you would ask h;m a question, he }Duld
“'havé to ge right back and almost quote verbatim or read it off to you?
Teacher: Yes—I think so. Cs
Intewiewer- Can he ﬁnd the answer iE he goes back to look? -
Interwewgr Yet [yﬂu sajgl prewgusly] in dxscussxuﬁs he s able to gen-
eralize and extrapolate, which is different from how hg handles the
_information he gety in reading. <
Teacher: Yes. Maybe he just hasn’t been talked to about books as
much as pome of the other children. On the other hand, he was able
to handle the Franklin book very well because there’s been in awful
lot about Franklin in a general way. In this report he writes: “Benja-
min Franklin made the first fireman’s hat,” and “He went on the first
electric picnic”” because it says in the book that Franklin made the
first electric grill.

“Twice a year (at midyear and year's end) “interpretive sessions” are
held, with all three members of the team participating. In conttast to
the interviews these sessions are less concerned with reporting data
and more concerned with interpretation. Data from previous inter-
views, from general classroom observations, and from work samples
are reviewed, and -questions are raised concerning the nature of the
child’s progress in reading. For instance, one question deals with a
child’s pattern of interest in reading. Some beginning readers are
greatly interested in words, in their configuration and patterns, and-
almost any printed nratter can be of interest; others consistently search
for meaning and tune into pictures and the total story; still others
may look at reading primarily as a social activity; ete. Other ques-
tions concern the relationship between a child’s reading and his.or her
expression of interests and abilities in different aspects of classroom
functioning, for example, speech, writing, or the arts. The attempt is
to place reading into a context of observations about a child as a
person who has interests, abilities, and purposes. The interpretive
sessions, which draw on the perspectives of teacher, observer, and
researcher, give organization to the process of individual documenta-
tion. They also provide an essential forum for develﬁpmg more general
formulations to describe :eadmg

5.
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- Some Effects of the Collaborative Process
Data Collection and Iii"terpfetation |

From the teachers’ point of view, the opportunity to make a record

" ., of observations over time and to review the data in a reflective, specu-

“lative manner has afforded an experience with little: counterpart in
daily teaching. Teachers are ordinarily expected to have ariswers and
to resolve problems quickly and directly. Of necessity there is an
immiediacy to decision-making in teaching; problems are to be solved,
‘not studied. These qualities of the teaching experience are in sharp
contrast to the more reflective pace of the interviews and interpretive
sessions, in which questions may be identified biit need not be re-

solved. In. fact, the meaning of what a child has been doing may very

-often be unclear and open to a variety of interpretations. The research
pace has permitted a suspension of judgment and encouraged.the con-

_sideration of alternative interpretations. In the words of the teachers, '

. We usually tend to focus more on immediate plans and needs whereas
this research is sometimes more abstract, more “cerebral,” not as con-
cerned about Monday morning. It asks us to look at things differently.

- Because there are so many pressing things, teachers may often. feel

. they just can't afford the time. But the project forces teachers to deal

. with something beyond the immediate. I get samgﬂning that | ‘couldn’t
get if [I] only focused on tomorrow. #

The commitment to the project made record-keeping a priority, but I
doubt that it could be sustained without such comrhitment. In the
early months [ didn’t see where the documentation was going, but did
it because I had agreed to . . . Later, when I looked back on the record
. 1 wished more teachers could do this becausepf‘ ifs great clarification.
Not surprisingly the participation in collection and analysis of data
over time has given the teachers a much fuller view of the learning of
the particular children they are following. The bits and pieces of their
many observations, the samples of children’s work, and the comments
of observers have begun to add up and provide a sense of proportion
and individual coherence. The teachers feel strongly that they are

better able to understand the meaning, from a child’s point of view, ,

of some particular interest or perhaps some particular problem.
It has made it possible for me to not focus just on hgrémblems with
a basal book, but to notice positive things in his writthg and in his
interests in the animals. I have begun to sée what ic at stake for him -
in reading. .
In the course of daily instruction teachers often base their decisions

/

\
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on the “tip of an iceberg ** They respénfl o4 chlld s questions but are
_ uncertain about what is really meant; thky notice a child’s choice but
may not know. what motivated it; they note that a child seems to have
trouble sounding out some particular words but are uncertain about
the general s:gmﬁca,m:e of their observation. Children have many
ways of demonstrating their interests and expressing themselves, but
teachers rarely have the chance to put- these characteristics. together in
the Systemaﬁc: fashion of the study. Such a process of data collection
~ and review has made clearer which kinds of behaviors are significant

) -ea;przssmﬂs of the child’s learning and general functioning and whu:h

_are more transitory or unimportant.

| The teachers have followed one or two children in some. detail, but

- | what they have gained frofn their experience is more than the under-
/ standing of an individual child. It has as much to do with other chil-

/

/
/

dren and with language development in general.
Really, in the long run you learn more about children in general by :
looking at individuals than you dq by talking about childre gen--
eral. We teachers always talk ﬁeut kids, but individuals give it sdbme-
thmg more. R ' 2
From looking closely at this one child’s work, I c2n see how reading,
writing, speaking are all part of language. There are qualities in her
writing that I could see in her speaking . . . . It's something I SEDSEd
before, but now it's more clarified.
The study of individuals has had refevance for instruction in gen-
eral partly bemuse the teachers have selected chlldren whc: they thmk
Etamanl‘y Eﬁmunter (Fc;u' exampleg they generally have m:it chasen
children with extreme emotional or perceptual problems.) More im-
portant, however, the procedures of the study (interview, work sam-
ple, and observation) are geared to “ordinary” classroom behaviors.
Teachers have not been asked to create artificial situakions for the
children, change their own basic patterns of instruction, or use ob-
servation systems that they do not understand. Although the inter-
views have pressed the teachers for details, not just impressions, the
strucfure t:iF the interviews has been dESlgﬁEd to extend and draw on
carded in the interviews are observatmns that teachers n‘ught make
ordinarily. What is not ordinary is the oppertunity to collect and
analyze such data over time.
Because the methods of the study are designed to obtain a sub-
stantial record of a child’s learning, the methods have given the teach-
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,dded perspgrtive about them;elves as dEfxsxgn-makers and about” -
curriculum develapmem in- their classrodm.
The interview process ‘itself makes directions emerge in what I do.
1t kind of clarifies what I’ve seen and then makes clearer what to do
next. This-is_not generajly a conscious process, but mtemenﬂng

- £ makes it more so.

I verbalize thmgs that wouldn't ordinarily -be artxiulated Having a
record of successes as well as faxluresﬂkemmg track—gets me away
from an exclusive focus on pmblems It helps me plan in a more

positivé sense and helps keep. perspective.

. In"summary, the study has asked teachers to DbEEl‘VE and inquire .

“irito the phenomenan® of learning in their own classrooms. The re--
“ searchers have set the general rationale of the project and provided
leadership in developing design and procedures, but they have done
s0 in close consultation with the practitioners. We believe that the °
" project’s meaningfulness and interest to the teachers is directly con-
tingent on.such a collaborative exchange. :
The design in this study assumes there is samethmg to learn from the
child and from the teacher. In other designs teachers are presented
with “Here is the hypothesis. Where’s the fit?”" Collaborative research
would not be the same if the researchers assumed they were the only
knowing ones.
In this project, we're working on our own agenda, and we're able to
develop it. Just the way kids do their best work when working on

something they’re interested. in, so do we as teac‘hers do best when
warkmg on something of derct interest to us.

“Curriculum Development and the Analysis of Learning
to Read

~ Almost everyone agrees that learning to read is a complex process,
calling for.the interplay of perceptual and cognitive capabilities, mem-.
ory prbcesses, motivation, and practice. Moreover,” despite some sig-
nificant theoretical advances in recent years, for the most part we
actually know very little about the nature of such interplay.

The fact of agreement regarding the complexity of the process“
does not mean there is consensus about instructional implications. One
school of thought, for instance, assumes that because reading is com-
plex, we must seek methodologies that match reading in complexity— -
we must be sure that the learner acquires all the essential mgredlents
of the process. This view leads to attempts™to identify “essential”’
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", knowledge and understanding will be relevant to such an activity, not
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skills and subskills and to the searth for leanuﬁg hierarchies. It is
most cléarly exemyj Lﬁed in dlagnﬂsh presznptwe systems that aEfer .

for d;ﬁierm rates nf prngress, ‘the sequence is deemed- sultable fnr all
children. In one form or another, this is probably the dominant view
in commercial reading programs for the early grades.

. A second school of thought, and one generally shared by teachers

in the study, assulnes that because learning to read is complex, the ..

" integrative capacities of the child must be supported; that is, the very

complexity requires full expression of a child’s learning resources. A_
corollary of this assumption is that different chjldren will go at the
tasp of reading in quite different ways and that although they may
arnvg at some common Endpmnts DE ablhty, they 111 do so via dlffer-
l m bere is not creatlng methgdalugxes for teachmg basic- skills but
1denﬁfymg the kinds of learning resources and patterns that children
ipass&ss At the instructional level the problem is addressed by means of -
,ulum tharattenzed by a vanety nE maternals and prccedures

We need to understand reading as an activity of searching for mean-
| ing, anticipating, conjecturing, of trying to bring the written page.
. under control by rendering it increasingly predictable. All kinds of

merely the memotized reaction to the, visual sign. To make this case, [
want to shift atterition away from methodology of the teacher and

"-. examine the strategies of the learner, for it is only against this back-

‘ground that the role of the teacher can be cﬁnsdered and refined.

(p-2) e

The danger of the first school of thought is that teachers get so in-
volved in the management and application of method that method be-
comes the template through which children are seen. Thus, the child
as a reader is depicted in terms of deficiencies in certain skills or prog-

+ ress on preestablished learning tasks, to such an extent that the child’s

patterns of interests and real learning capabilities are not detected and
hence cannot be supported. The problem with the second school of
thought is that teachers have had relatively little help in viewing read-
ing as an integrative process, and thus, they have few models on
which to base their analysis. Furthermore, the message that teachers
receive from publishers of reading series and from testing programs
tends to highlight the essential-skill view and obscure the integrative
view. The present study, which asks teachers to focus on the learner’s

(o
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strategles and consider: the cl‘uld’s mahvahﬁn, mterests, and learning
styles, in effect asks them to look at reading as an integrative praﬁEES

z In undertakipg such an analysis, the teachers have found that inevi-

tably their instruction and curriculum planning is directly linked to an
enriched understanding of learning. These new perspectives on an in-
dividual child-and new uﬁderstandmgs about the nature of rea’dmg
have become the source of new directions in mstructmn :
The study itself did not suggest what | shnuld do with him, or with
- any other child. Rather, it made me focus on many aspects of what
he was up to, and from that,came the new ideas for teaching. The
study only asked me to observe and describe. -
Usual inservice courses present materials 45 an outline of thing# you
could do. Theoretically, you come out of the course with ideas of
what to do in the classrmm, exther amuml a taplc a skxll even an art

often don’t work, They becume ]ust a bag of tricks. \ !

Thisstudy doesn’t tell you what to do. [It] doesn’t even tell you how

to do anything. It just gives you a different slant. You see things dif-

ferently. It's ngt a bag of tricks. The kind of insights { dE\FEleEd

from being in the study are applicable across a broad range of what I

do . .. because it’s a, way of seeing, not a specified curriculum.

The u-npllcatlon of the above points seems clear. The view argues for
approaches -in curriculum development that are- ~feacher-centered
rather than teacher-proof. It places the teacher’s understanding
and interpretation of learning in a pivetal position. In effect, it
acknowledges what has always been known—that the teacher’s in-
terpretation of instruction is centtal It means too that evaluation
of curriculum development pro cts and cunficulum materials and’
packages should include a systematic examination of their effects on
the teacher’s understandings. If, for example, elaborate instructional
systems have the effect of orienting the teacher’s observations toward
implementation of methcd and away from the analysis of individual
learning, then this effect should be reco nized as a cost of the system.
More generally, curriculum developmen} projects need to ask, What
does the teacher learn from thiscurricutim?—a question as relevant as

- What do the children learn £rom it?

4 Conclusion

This project asks teachers to look closely at learning. The methods

of the study have been developed to enhance teachers’ observation and

analysis. In effect, the project seeks to make it possible for teachers to
(SN
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examine.aspects of their teaching experienice—to lift out observations
from instructional coricerns and become students of the phenomenon

. of learning in their own setting. From the teachers’ point of view the

procedures—that’ is; open-ended -interviews, samples of . children’s
work, and periodic review dnd jnterpretation of data—are not tech-
nically complicated. Mpreover, the methods are responsive to the con-
tinuing life of the classroom and are for the most part unintrusive.
The use of such methods has meant that the results of the research
make sense to the practitioner—interpretation and analysis are based
on data thatare accessible and realistic. From a researcher’s perspec-
tive this naturalistic approach, drawing heavily (although net exclu-
sively) on the teacher, has yielded rich accéunts of children learning to
read based on descriptive data gathered over a one- to two-year period.
The accounts offer the possibility for understanding children’s develop-
ment ip reading within the broader context of centinuities.of interests
and abilities. - T

Ordinarily teachers find it difficult to undertake a sustained, fresh
look at fundamental aspects of their classroom experience. The intel-
lectual isolation from colleagues, the.inevitable crises in the school,
the immediacy of instructional obligations and concerns—all mitigate
against a thoughiful look at teaching or learning. To these can be
added the influence of instructional packages and testing programs
that invite categorization, but not observation; of learning. Moreover,
historically teachers have been told that the source of knowledge about
learning resides somewhere outside their classrooms, perhaps in cur-
riculum or research labs. Given such conditions, it is not surprising to
find some teachers so lacking confidence in their own views that they
doubt the legitimacy of their experience with children when confronted

" with “expert”’ evidence that goes against it. Insofar as teachers are

unable to look critically at their classrooms, their teaching suffers. It
becomes uninteresting and takes on qualities of routine and mindless
practice that characterize too many elementary schools. ¢

The primary purpose of this project is to contribute to knowledge
about childfen’s reading. The support that the project provides for
teachers is essential to such a goal. It is clear to us, however, that in-
service support for inquiring into learning need not be dependent on
the particular purposes and opportunities that such a research project
offers. In fact, the evolution of the project’s methods can be traced,
to a great extent, to the successful experiences that some advisory/
teacher centers have had in helping teachers reflect on tli% work with
children (Bussis, Chittenden, & Amarel, 1976). Such advisory serv-
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ices have sought to offset the restrictive pressures mentioned abm’ei
and have offered teachers the opportunity and resources to-look ‘more
clearly -at teaching and learning. We share the, conviction with these
advisory programs that the understanding of learning is fundamental;
that it should be (but often is notya prerequisite for educational re-
search; and that teaching methods, materials, and administrative ar-
rangements must all ultimately be evaluated from the framework of
our understanding of learning and instruction.
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2 . Toward Ecology-Based
o " Curriculum: A Model for
‘ ~ Professional Growth Througl
Participatory Res‘—éarch and
Development

. Wllharn] leunoff Beatrice A. Ward,
and Frarxkhn D. Stacy -

It.is difficult to consider curriculum without simultaneously attend-
ing to many other concerns within an educational system. Warwick
(1974) has identified three levels of such concerns: (a) concerns that
center on the ideological context of schools as social institutions—pri-"
marily, philosophical and political questions about their purposes and
provisions; (b) concerns that center on the educational knowledge
context, or the curriculum; and (c) concerns that center on the notion
of school as an.agency of continuity and change in society.

This paper defines curriculum as the’educational knowledge con-
text of the classroom (that is, the total ecology of the classroom). In
addition, it proposes a model for curriculum development and the
professional growth of teachers, teacher trainers, and researchers’
through collaborative study of the classroom as an ecological unit,
thus addressing Warwick’s other two sets of concerns. Inherent in the
proposed model are four important premises, each of which is intro-
duced here briefly and subsequently discussed in greater depth.

First, by curriculum we do not mean only subject matter. Curricu-
lum is a human construct; therefore, it must be considered in the con-
text of the setting in which it occurs. Time, place, activities, roles, and
tensions are as important as the facts and skills being taught. These
variables canstitute thé base Far’ viewiﬁg the e::ﬁlcjgy c;!f t’he flagsmam

i
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‘ ’Emd curriculum development hlstoncally has been based on a’
linear. thodel of research, devel@pment and dissemination, which has

* several wea,knesses ‘because it separates the three functions. Perhaps

the mpst detrimental of these weaknesses is that the teacher is per-

.ceived¥nly as the recipient of research, development, and dissemina-

ﬁﬂn—aﬁd coincidentally as the only professional educator who needs

to “grow” in order to improve. The linear model of research, develcp—

ment, and.dissemination advances the notion that the way to bring

about teacher improvement is through the development and dlsserrg-

nation of eftucational products. Thu® curritulum content is conceived -

and develaped in isolation from and independent of the complex set—
ting in which it is expected to operate.

* Third, curriculum development is Accomplished most app opr Latelyy

m
-
o
i
=
0

when teathers, teachers trainers, and researchers collaborate ,
quire into teaching and learning processes in the context of he lass"; -
room as an ecological unit. Such an interactive approach to curriculum
develapment resultain professional growth for all participants. %

Finally, profegsional gmwth should be a goal of all who participate
in and contribute to the educational.system. Thus, teacher trainers and
researchers—as well as teachers—must become involved in a continu-
ing, systematic process of learning, updating their own knowledge
base and developing new skills in relation to their own'expertise.

Ecolcgf—Based Curnculum- A Deﬁmtmn

D\rer the years curriculum theorists have tended to limit their view
of curriculum to issues centering on the selection and organization of.
subject matter (Franklin, 1976). Our purpose here is not to criticize
this almost singular stance of curriculum theorists, but to make clear
that we take issue with their view. Our primary dissatisfaction with it
lies in its stress on what is to be learned and its almost total neglect
of the setting and the process of learning. We maintain that one can- .
not consider what is to be learned without simultaneously considering
all the context variables that produce the performance of both teacher
and students and thus define the curriculum for a gjven classroom.
Consideration of these context variables constitutes#st #rological ap-
proach to defining curriculum. :

The context variables in a classroom include: 7

1. What is to be learned (i.e., content, goals, objectives, 51::1115) Learn-

ing is most efficiently accomplished in a classroom setting by -attend-

H
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ing to a carefully organized set of goals and objectives within a con-

: Gngy haSEd curriculum attends
al—gettmg bv

tent area or.across conten

. to two subﬁy tems F

I'icmnm & Eump, 1@74) A rna,ur taqk for thg teagher tth is tn ac-
comm Ddate, plan for, and nurture an atmosphere in which meanin
negotiated between these two often diverse sets of goals (Wal-
¢ ler, 1965).
2. Setting . Bronfenbrenner (1976) uses four variables to describe a
L]ﬂS%!‘DDlT\ environment ecologically as a microsysten::

i

A setting is defined as a place in which the Dccupantf engage in par-
ticular activities in particular roles (e.g., parent, teacher, pupxl Etc)
B for particular periods of time. (p. §)
. These four elements of setting define the space within which curricu-
lum is given meaning. Consider, for example, some given goals, ob-
jectives, and skills for a content area (i.e., what'is to be learned). How
‘might the way in which they are accomplished differ as the setting
differs? Some variables that mn;ﬁht be considered within each element
C!F 5éttiﬂg appear iﬁ Table 2 h{ lir.t is cml'\: a behmmﬁg- the vaﬂable-;;

Dependmg on whlch de%cnptmn one SGIELtg fDr L;!Lh of tht, elements
of setting, the curriculum will look quite different. For example, if one's
goal is to teach students how to multiply fractions, place, activities,
mlii of teacher and ‘-itudtﬁt!i :nd tine became impartaﬁt becau%a thr;'y'
Given the mulhpllmtmn Qf fmgtmnj as tht lﬂhtFLlLUGﬂﬂ] taﬁk and Each
of ‘the three classrooms (plices) described, there are some decisions to
be made. Under activities, should options be available to students, or
should they all receive the same instruction simultaneously? Which
will be encouraged by the teacher, and what role will the
goals, ficeds, and performance levels of

student rol
teacher fill? ;
students in multiplying fractions, how will time be used? Obviously
many bther questions need to be asked before one can describe t}’le

Given the dive

curriculum.

Teachers learn to ask and answer such questions oy learning the
texture of a given classroom and developing ““a set of behaviors con-
Eruer\t with the environmental dtﬁimdﬁ DF that %etting"’ (Dayle
congruence bi:‘twm:"n tht; pery t;ptmnﬁ of tLd(.hLl nnd 5tudtnt5 in I’Llahun
to the environment. If teachers” decisions are not accurate, that is, “if
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Tabl: 2. Sﬂme Elements nf the El assroom as an Ecological Unit (A Preliminary

Gaals L:b;ELtivES d sklll

\
Place
Achvmw
Roles
;
Time
.
1
;
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SDmE Pussnblr Descnptmns

1. an reaclim, comprehension:

Demonstrate understanding of a
passage by paraphrasing what has
been read.

2. For mathematics: Multiply fractions.
3. For art appreciation: Demonstrate
understanding of p alism by
P ting a picture using the tnhmqu&

1. An open classroom in a stable
suburban community

2. A rural classroom containing three
grades and a predominantly migrant
population

3. An inner-city classroom in which 75%
of the students represent three
dl[‘ﬁ:rentmmnrity Eroups

anized with li:arr\l ng.
stations; students given options of
what te do

2. All students doing seat work from the
same materials; no options available

3. Students participating in role-playing
ta dcw:lup rtjniép‘lls

i, Total class instruction: Teacher
lectures, drills, questions; students
respond, recite.

25 l-group instruction: Te m:hu
HOrVes as résource, f[l
students work together, help each
other. ’

3. Individualized instruction: Teacher
liscusses student peeds, prescribes
iﬁi‘[lﬁt’ 1nL‘iﬂlrtiﬁﬁ; studcnt*" W[erk

L.

part of thi: fnurth gzradd: curric uhirn is
: or “slow learners”

» instruction early in the

ing, “fast learners” in the

~ afternoon :
2. Dotermined by readiness level of

students
[
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a

the locale into which the participants are placed, or the roles and ac-
tivities in which they are asked to engage, do not occur frequently in
their own subculture, then, regardless of how common such experi-
ences may be in the mciety at large, they become ecologically invalid
for the group in question” (Bronfenbrenner, 1976, p. 7).

[t is this ecological fit of setting elements with teacher and students
“context validity” (p. 7).
Conversely, of course, the mismatch of ecological setting elements with
teacher and students can result in a nonproductive situation. In this

that produces what Bronfenbrenner calls

light it is easy to hypothesize why so many experiments in implement-

ing educational innovations have failed.
3, Tensions. In ecology-based curriculum the ne g otiation of the
comes the teach-

meanihg of an instructional event for each student be
er’s paramount goal. Given that each instructional event contains a
particular set of experiences, perceptions, and detinitions, negotiation
is no easy task. Yet it has been accomplished by countless teachers
with succeeding geners'nns over time; otherwise how can we accoun
for the transmission ot =nowledge from one generation to the next?
Seaman, Esland, and Cosin (1972) refer to this phenomenon as “a
continuous process whose finite character depends on the everyday
aagumptloﬁq and definitions of people in interactions” (p. 10)." Daily
it is ““a working out by teacher and students together of a definition of
the situation in terms of the needs and d
[which is] an evolving situation which is continually defined and re-
defined in terms of the attitudes and interests of the group as spo
taneously functioning’ " (Waller, 1965, p. 331).
Naturally the -negotiation of meaning—for a given instructional
ecological elements of setting presented earlier, among
and students—is bound to produce tensions.

-r

ires of all concerned .

event, with the

and between teacher

Some tensions are reciprocal and can be observed. as the “"dynamic
relatioris between learners and their surroundings”” (Bronfenbrenner,
1976, p. 8). Other tensions are more covert and personal, such as

- psychological tensions within individuals or between groups. Qr there

may be sociological tensions, such as the introduction of a new student
into a class or the beginning of a scr' ool year for everybody.

The tensions that arise as the meaning for an instructional event is
-5 of the carriculum

negotiated not only affect the- Luntent angd process
but also give meaning to the setting in whith the curriculum becomes
operable. Such tensions are not unfamiliar, and they must be accom-
modated if order is to result. They occur regularly in a-sc ‘hool day and

= _pften are assaciated with dlbL,lpllnF brublgm‘ Here, however, we use

12
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tensions to describe the atmosphere that results when negotiation of

the meaning of an instructional event becomes necessary in order to.

produce outcomes.

4. Outcomes. Traditionally.
evidence of outcomes of a given instructional event to quantitative
proof of student growth, usualiy obtained by administering an ob-
jective paper-and-pencil test. In ecology-based curriculum, learning is

ericulum theorists have limited their

defined as “the outcome of negotiations between teachers and students -

about neanings, rather than [merely] the result of intellectual abilities
or motivational states of the learner which is theé more traditional
cognitive view” (Hurn, 1976, p. 105). This definition responds to cur-
rent viewpoints that emphasize the need to attend to qualitative data
as well as quantitative data in classroom teaching and learning (Camp-
bell, 1974; Cronbach, 1975; Snow, 1974). In addition, the establish-
ment of outcomes based on meanings and perceptions as well as facts

and skills meets the test
validity called for by Bronfenbrenner (1976).
In establishing such outcomes, teachers need to be aware not onl

the goals of each are nurtured, accommodated, and negotiated provides
the basis for cstablishing the outcomes for a given instructional event.
sary to include the

The establishment of such outcomes makes it nece
perceptions of all the participants and to collect evidence that goes
beyond traditional, quantitative achievement testing. e e

5o far, we have extended the traditional definition of curriculum into
ecology-based curriculum. Next we shal apply this definifion in a cur-
riculum development paradigm in which the teacher. teacher trainer,

and researcher work together,

An Interactive Model for Curriculum Develaﬁment

In the linear model of research, development, and dissemination,
carried out to find ways to meet the

a need is identified and research i

need. Based on this research, curriculums or claséroom instructional

systems are developed. After testing and evaluation, the new curricu-
lums or systems are disseminatedyto users. Most frequently users are

teachers who are expected to make the inndvation work whether or not

it meets the needs and expectations of the sctting in which they and”

- “their students interact,
The linear model has several weaknesses. The most, prominent of

s of construct, context, and phenomenological |
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them are: (a) the ﬂverndmg view that tEﬂLerH are' the only profes-
sionals who must “grow” in order to improve education for students;
(b) the asgumptmn that h’ﬂLth growth is best.brought about by devel-
opment and installation of a new product; and (c) the tendency to
consider curriculum content and procedures as independent of the
complex setting in which they operate.

Ecology-based curriculum cannot be developed under the linear
model. To be relevant to the classréom, curriculum development must
be interactive (Clark & Guba, 1974; House, 1975; Ward & Tikunoff,
1976). The notion of an interactive model far curriculum development”®
rests with the belief that by working as’ ‘a team, participants in an
ecological mlumy&:tsmr—tht classroom, in this instance-—can fruit-
fully interact.te inquire into, understand, and build on knowledge of
that mlEfDEybttrﬂ Thrcubh thE interactiveness the fuﬁgtu:mL GF the

tion—can bE ac c:umplﬁhEd allﬂllltﬂﬂEDU ly )

To develop ecology-based curriculum, the curriculum development
team should include at minimum the teacher and the students in a
given classroom. To these we would add as valuable resources a teacher
trainer and a researcher.

Combining the expertise, perceptions, and insights of a teacher,
students, teacher trainer, and researcher brings unusual power to a
task. Because teachers and students are participants in the ecological
microsystem (classroom) and therefore interact with-each other within
it, they are best able to attest to the phenomenological validity of in-
structional events (BFUHEED]}I’U‘\I‘IPF 1976). As nonparticipants in the
classroom, both teacher trainer and researcher can describe interaction
within the ecological microsystem from a more objective viewpoint.

An important point needs emphasis. The task of an interactive team
is to develop curriculum. Thus, the researcher and the teacher trainer

st be resources to the teacher, not evaluators of the teacher. Such a
r;hstmctl,t;n; is important primarily because the arena in which the ac-
tivity takes place is the classroom of the teacher on the team. This fact
implies a high degree of exposure for the teacher as he or she interacts
with his or her students. The teacher must construe the purpose of the
team to be helping, not evaluating. As Blumberg and Schmuck (1972)
put it, the teacher must perceive that he or she is being “worked with,”

not “worked on.”

and Tikunoff (1970) and applied to contextzbased assessment of teaching in
Tikunoff and Ward (197eb)

¢l has been proposed for conducting research on teaching by Ward
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Obviously, putting such an interactive process into operation de-
mands that the traditional roles of teacher, students, teacher trainer,
and researcher take on new dimensions, which may in turn result in a
redefinition of their roles. All, however,. still bring particular percep-
tions and expertise to the task of developing ecology-based curriculum.
"These are described below. .

Teacher. The teacher is an essential participant in desnbmn‘g nd
testing an ecology-based curriculum. He or she is the instructional ex-
pert—the one who is involved daily in the work of classrooms. The
teacher’s expertise is reflected in such contributions as the followi ing:
providing insight into what the curriculum is and does as he or she
perceives it while teac

hing. These perceptions include personal in-
tuitions as well as observed interactions and accomplishments:

designing the instructional setting for the cugriculum; monitoring
and reporting the setting’s effects on the interactions of students
and teacher; and observing which students work comfortably i3 the
setting and which students have di

ulty;
selecting the daily instructional activities and observing the ten-
sions created by them; judging students’ success with the activities;
and reporting the intended and unintended social and academic out-
comes of students’ work with the activities; -
providing insight into the congruence between his or her own pref-
erences for an instructional system and the setting; judging how
well the instructional activities fit the instructional system and the
students; ‘
* judging the workability and validity of data-collection processes
used by all team members.

Students. Students provide a critical data base: their own goals;
their perceptions of what occurred and what was learned; and their
perceptionsgf the validity and relevance of both the interactions among
the participants and the knowledge and skills that were presented.
Although it is not uf

ment, the importance of student participation cannot be a\rerluaked

Ways to involve students must be developed.

Ual to involve students in curriculum develop-

Teacher trainer. The teacher trainer has direct access to teachers—
for purposes of pmvndmg traiﬂiﬁg aﬁd
nts an important vehicle for dissen

curriculum development the teacher trainer per
also invelved in other tasks:

both preservice and inservice

thus represe

rforms ﬂ‘li t.}sk aﬁd is

* analyzing, testing, and modifying data-collection procedures for
use in training others;
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studying the classroom setting to identity the setting dlements and
the interactions that most nearly create the intended instructional
content and environment., These elements and interactions, in turn,
serve as a banﬁg Fﬁ:r ;malyziﬁ;j and rédé signing current training pro- -
ice), curriculum specialists,

ask the concerns, interests,
she guides the collection
careful manner. The re-

® working with the teacher and the teacher trainer to generate ques-
tions for research before the existing curriculum is changed;

* proposing procedures for obtaining information that will help an-
swer the above questions; collecting data regarding observed inter-
actions and outcomes;

s performing collaborative analyses of the instructional setting and

the goals and expectations of persons interacting with and within

that setting in order to mold instruction to fit the ecology of the
classroom;

guiding the analysis of settings, interactions, and accomplishments

in order to answer questions, generate new hypotheses, and provide

a dESLI’lpthE base for studying and interpreting what is.

Interactive curriculum development demands that participants ex-
pand their perspectives of teaching and learning. Carried out from the
multiple perspectives that we have suggested, it provides new knowl-
edge about teaching and learning. By providing insights into the rela-
tionship between curriculum and setting, interactive curriculum devel-
opment also results in new skills for analyzing teaching and learning.

The notion of collaboration between teachers and others to address
Edutatlﬂi‘lal pmblemr is not new. The term “action research,” for in-
'”pstlgn in cgnduc’tmg

tenden, & Amarel, 1976; Fll ott, 1 ?@ ?7) Other projects have in-
cluded teachers for purposes of developing curriculums, most notably
the projects of the late 1950s funded by the federal-government. Al-
though all of these cfforts have mcludev{teacherg as participants, they
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differ from interactive curriculum development in the ways in which
teachers are included. Four of the differences afe enumerated below,
First, interactive curriculum development prescribes that' teachers
be involved as an integral part of the interactive team, providing equal
input as classroom experts and sharing equally in decision-making. All
décisions—determining what to study, how to study it, analyzing it,
: the teacher. To date, in collaborative
vestigated, the teacher has not been in-
to be studied have usually been pre-

and reporting it—are made wit
research efforts that we have i
cluded in this way. Questions
determined by the researcher of the funding agency.

One result of including teachers as active, equal members of an

interactive curriculum development team is that research questions
are more likely to be relevant to classroom needs. Intentionally, then,
the questions to be studied center on problems in the classroom as
perceived by teachers on the team. The teacher trainer and the re-
searcher help to define these problems, confirming that they exist and -
aiding in describing them. '

Second, previous efforts in collaborative research have included
teachers and researchers, or teachers and curriculum people (and thus
sometimes teacher’trainers), but not all three, as the interactive model
does. These three educators represent specific perspectives and bring
to the effort skills and insights that are segregated as diverse functions
under the linear model of research, development, and dissemination.
The potential for usefulness of the results is considered to be more
powerful with the interactive madel.

Third, inclusion of a teacher trainer provides the opportunity to

cur

h

develop training processes and procedures even as curriculum is being
developed. Typically development of training processes dnd proced-
ures has been a separate function that has built on previous research

{ddel the teacher trainer can

and development. Under the interactive id
develop and pilot-test in other settings the training processes and
procedures that grow from his or her experience on an interactive

‘team. This capability promises to close the gap between development

and implementation.

Fourth, curriculum development under the interactive model is no
less rigorous or scientific than curriculum development by conventional
methods. Interactive curriculum development does not imply ""a”
methodology. Paradigms for curriculum development grow from the
nature of the questions being asked, the solution being developed,
and the ¢
the rigors of scientific inquiry are even more necessary in interactive

ology of the setting in which they are being studied. Thus,
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[’

curriculum development than in conventional curriculum development.
With these differences in mind, let us describe how the interactive
model might be used to develop ecology-based curriculum.

A Scenario: The Use of the Interactive Model to
Develop Ecology-Based Curriculum

The scenario we present here is fabricated. The authors are currently
testing the interactive model of curriculum development in a 30-
month study at two sites. Many of the ideas presented below result
from experiences since early 1976, when the idea was initially con-
ceptualized. The proposed strategies for participant involvement are
based largely on research methodology developed by the authors at
the Far West Laboratory for Educational Research and Development.
The methodology has focused on both (a) ways to involve teachers
as participant-observers in collecting data and (b) quantitative data
for describing and analyzing the same instructional events.

When the interactive model of curriculum development is applied

strategies become the focus of team members’ interactions: identify-
ing a problem, inguiring into the problem, and determining how to
resolve the problem' Each of the strategies i{s discussed below. We
have purposely avoided discussing a specific curriculum issue or set-
ting 4n favor, of describing the process.

L. Identifying®™: problem. Typically curriculums have been devel-
oped to respond to specific educational needs present in particular
kinds of students or particular settings. Even when teachers have
been involved in developing curriculums, there has existed the prob-
lem of generalizing the curriculums to every student or classroom for
which they are intended. Teachers have handled this problem by tail-
oring a curriculum to their own needs, the needs of their students, and
the conditions of their classroom. They have understood that, depend-
ing on their students and classrooms the following year, the same
curriculumamight need to be retailored. '

The interactive model offers an alternative process for developing
curriculum. The first step in the process is identifying the problem.

"Given a team constituted at minimum of one teacher, one teacher

trainer, and one researcher, on what will they focus their energies?
The teacher is the instructional expert for the particular classroom
and therefore provides the most important initial input to this task.
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The teacher knows the students and their needs. The teacher under-
stands the subject matter to be covered for the year and its relation-
ship to past and future schooling. The teacher is responsible for the
instructional system in operation and has control of it. He or she prob-
ably has already identified a multitude of problems.

Other members of the team can provide valuable input. Once a
problem has been identified, the first question that must be answered
is whether the pmb}em actually exists. If it does, then the nature of
its existence must be determined. By this we mean, what does it look
like? How is it perceived by the teacher? By the students? By the
teacher trainer and researcher? Answers to these questions will pro-
vide a sound base for determining how to resolve the problem. The ap-
pendix outlines sample questions to be used to complete this task,
particularly in relation to the ecological aspects of the classroom.

2. Inquiring into the problem. Once a problem has been identified,
the interactive team must decide what to do about it. One way to go
about this task is to inquire into its nature a bit further.

In the above task of identifying the problem a description of each
of the elements of the classroom as an ecological system is necessary.

include the perspectives of more than just the teacher. We have de-
veloped a strategy for collecting such information that has been
adapted from the methodologies of sociologists and anthropologists.

Perspectives of each member of the interactive team can be thought
of as “inside” and “outsidey (Smith & Geoffrey, 1968). Teachers col-
lect information from an inside perspective by serving as participant-
observers. Outside perspectives are provided by nonparticipant-
observers, whose skills are developed from the disciplines of sociology
and anthropology. The intent is to get as much information as possi-
ble about a given instructional event in order to meet the test of phe-

was the meaning of an event for all those who were involved in it or
were observing it? .
The process of participant- and nonparticipant-observation can be
illustrated by some prior regearch (Tikunoff & Ward, 1976a). In early
1976 the three authqrs participated in two research studies that fo-
cused on the allocation and use of teaching and learning time in math-
ematics at the Eéufth-giade level. Stacy was one of nine teachers whose
classrooms were studied; Tikunoff and Ward were the researchers.
In the second of the two studies we wanted to look at decisions about
the teacher’s allocation and use of time for both individual students
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_and” vanqu; kinds of instruction. It seemed paramount to use the
teachers as primary sot: s of data, so four of the teachers volunteered
to Berve as participan: -« servers, Their observations provided “inside”
data in addition to the “‘outside’”” data already being collected by eth-
nographers in each of the LlaESTDOI‘h&

At the conclusion of the first two studies teachers participated ir
analyzing their own data by comparing their instructional settin
and styles with others in the study. Emerging from these analyse
was the question of classroom management. Although instruction
seemed to flow smoothly for all the teachers, it became apparent that
the first several weeks of a school year were critical to establishing a
successful instructional system. To learn how a successful system was
established, we would have to study classrooms in early September,
not spring.

Thus, a third study was launched that inquired into how students
are socialized into instructional systems. For the first seven weeks of
the 1976-1977 school year, three of the nine teachers served as par-
ticipant-observers while ethnographers sat in their classrooms all day

'Zm
W :J‘

=

as nonparticipant-observers.

This “observer” method of collecting data focuses on developing
narrative descriptions of what actually occurred in instructional inter-
actions. The nonparticipant-observer sits in the classroom and takes
notes copiously and rapidly, capturing as much of the dialogue and
interaction as possible. As soon as possible after the note-taking ses-
sion, he or she organizes the notes and dictates them onto a cassette
tape. The tape is then transcribed, resulting in a narrative description
calléd a protocol, which serves as the primary base of information.

The participant-observer is somewhat more restricted. Obyiously it
is difficult to take many notes while one is involved in classroom in-
struction. Teachers in our studies solved this problem by taking
brlef notes and ﬁ];llmng, cassette tapea as soon aFter teaahmg as pC! si-

set DE questmn that Fm ise d on the 1mpnrtaﬁt aspec cts undf}r r1tudy
Again the tapes were transcribed into protocols.
Examples of protocols appear in Figures 1, 2, and 3. Figure 1 is a
page from a protocol that was dictated by a nonparticipant-observer.
It focuses on the interactions of teacher and students during mathe-
matics instruction. Figure 2, also from a nonparticipant-observer pro-
tocol, focuses on the engagement styles of two students. Figure 3, an
eexcerpt from one‘of the teacher’s protocols, illustrates the kind of
— information the participant-observer contributes.

-,
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Figure 1. Nonpartlclpant-Observer Protocol (Ethnographer]

Teacher Number: 20
Stident Number
Date of Observation. September 13, 1974
Researcher Number: 3
Pratocel Number: 23

L eEm e e et

B2 am

| =

3 : F Hred Mt [ ] [}
OB A o or e
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- As Lbegan the observation | was sitng in zmme g
L on fap ol a desk [ natieed that William was sitting
alone befure the school begar, while the other kil
. were playing. He then foined thers wher they lined up
. Children came into the class al 802 3., Teacher tells
. the kids o b?g!n i paréic‘ular bsk but [am nably b
- heardueto the nois, Again Jesus, Juan, Lucille,
B Tracy, have shifted their seats, Margie and Sherry
0, stllsitin one three, Margie is navy sitting next t
BO5am 10, Jesus. The teacher s a her desk, Chris fokes the
1L "Yearling " answer cards from the window ledge over
12 to the middle table. Most of the kids gre ot yel
13 working. Those kids wha are working are Rabert, [unior
- Alonzo T, Mark, and Robert, Jule i working an
15 “Reading for Conceptz.” Teacher comes up to Juliz
6. asks her if she wants b be i the dince club. lulln‘f
17. shakes her head, “No.” Toacher plls the drapes becagee
1. the sun s bright coming ko the roen, Teacher 1ol
Bl0am 19, Tracy to st down. More of the kids have now begun 1y
0. vurk. Teacher tells Robby to pick pyt 3 “Yearling" bngh
1 He hastboen working at this time. He poes f th
1 baok rack over an the window ledee. Marvin and Edya=d
- are at the back counter where the sink s, Che il
4. them. They tlk. The teacher ol o e and el
- the bays if they want to talk about sotething ta step
. outside, The teacher is at the middle of the raor,
- working with Amalia. The class has still not seiled

Lo

28, 18t warking. Teacher asks if anyone has the casd far

29, the “Yearling " book, lobeny Tevas.” Apparently no ane
30 has the card. The teacher sis hack down 1 the middle
3L table. Teacher ther call Altma and Carmen ta her at

32 the mviddle table. She tels them that she'e dizappainted
38 i them, and asks them t get to work. Junior rabs o
3. Carmen 45 she [eaves the teacher at the middle table

35, Teacher turnz and looks at him with 1 SHEER expression on
36. her face, She says something fo him about yesterday and
37 aeks him to et o wark, The teacher s st with Amalia
38 atthe middle table. Annabel 37d Melvina are working an
3i“ﬂmﬂw@mmeﬁWMMﬁmnmmg
0. the "Yearling books. David yells aut 3 question for

41, the teacker, He ashs if they should read the bagk frst
ﬂTﬁﬁﬁWﬂﬂﬁM@ﬁ@ﬁﬁmmmM%m
43. anyihing at this tine Nothing is on his desk. The

e teachet wlks o David. She says n 1 strn vaie,
45. "David! Are yau gging o sit or ot?” Teacher theg

45 goes over fg him and tell hirm that he tan't heey

A7y switching his books. David has been going through the
48. book eack and he'l ake ot one back: keep it for awhile,
49, then put it back and get another baok, He 1l had

50. thee or fuur haoks inside of s deck, Margie and
1. Sherry ate also 3t the baok rack The teacher tel: them
52. also that they can'tkeep switehing baaks. She tolls

53. them ta Lake their ceats, They return 1 ther segte

34. The teacher returns to the middle table Robert and

3



Figure 2, Stulent Engagement Qualitafive Data {Nonparticipant-Observer Protocol

Student A

The teacher has picked out 2 red
3. piture on e of the push-pin baards o explain
4 characteristics. He bs asking the students which
5. characteristic they can et from that, and they're
. replying, length and width. He is acknowledging
. thit and asking them which tool. Same of the stu-
- dents reply, the globe. Studet A has had
- his attentiors on the teacher the whake time, yet
10. he has nat answered the questions with the students,

B oo -8 gl

L1 but has besn <ot of waiting far the answers and then

12 sesponding. The teaches is evplaining shaut area and

13 says, “What wauld you use to measure areal” The

14, students respond, “A square.” The teacher acknowledges

15. this and further explains the measurement of arsa, ”
L6, wsing 4 sqirare 35 your biest tool, €
; At this point, Student A

5. is fiddling with his pencil. He is pointing up to

i the reiling with his pencil and maving his penci

27 around and around as iF be weee deawing a picture on

38, the celing from far away. Ho then looks armund

19, the room. The teacher is rionitoring, Another stident

. b asked 3 yuestion of the tiacher, and Student A

| ks i at the teacher and the nthe studsnt, then e

3’ looks araund the raam again. Student A is talking with the

53 student next ta him. Howi wiF, it i xn‘;umgb]\; ibout the

M. project they are doing sinee they seem to be tomparing

15 workshests

¢ 3

.&!‘
=

Student B

Stident B

M. s at the blackbaard. He has written
35, Bpluz 9 equals 17, (This refers to 1 square,

3. which iz divided ita section: 8 across and 9 down,
37, to the right of his addition prablars.) The stidents
38, were telling him or helping him by telling kim
3. to multiply it by 2 Finally he weites 17 times

40 2 However, the teacher has had to help him get

41. this on the blackboged. He steps back and lets the
{2, teacher help him, The tegcher then saye, “What is
{1 Yot ansi /7" He goes though the motians and says
44 734" She tells him to write it large. He does =0 and
15, steps back, loaks at if, and then walks ta the hook
46. shelves ta the right of the rug area as you're facing
47. that blackboard. The teacher is about ta hand out
48 workshests,

49, The title

A0, is “Writfz ihf: Fﬁrmuln for Finﬂinp Arp:a :md
L aver tn t}we hblr acmg thc* ruf area md p]mr.u
1. them dows. Stadent B rushes quickly to
. e the first one to et the fwo sheets. He then
3 takes them and walks back to i desk. He sits down
4. on his chair and then turns around and changes

5. chairs with the one behind him, then he pushes this
b. away completely and iz on his knees, He is saying
7. ait loud, " Ares, area, | know what that 15 He

8. hirns arcund to look at the teacher, but there

9, doesy't seem fo be any reason to do <. Then he
10 goes back to wark far a while



Figute 3. Partlcpant-Ubserver Profucol (Teacher)
Teacher Number: 101
Ehident Nimber:
Date of Observation: 9/21/7%
Researcher Number:
Protocal Number: Daily Tape 9

o

L beginning to rain. Around the corner from where their
2 bike had broken down there was this house with &
3. braken-down gate around il. They had to go i o the
4. bause and knock on the daar, They had o M;n
lightin the third-story window of his very, vy
- ald, hanted-loaking hase. On the second knaek o
the duor, the dao very, vry <liWly creaked open, 1nd
- then they ware to finish the story fram there. Thele
. were 3 fow gaestions on what they could do and what
10. they could not do. | ashed them nat ta worey about
11, <pelling. | wanted them b finish the stoey and not
12, witrey too much aboat the speliing'ﬁf the words, to do -
(L the best they coud, nat to share the stoey with eah

!L.rl

= - - ] R

14, other, to just write what they fel thelr experience

15 might be in such 3 situation, | gave them 1pﬁrc‘aiimfnte]y
Lo tiwenly-five minutes to finish the stary, Later on this

17, attesnoon in going over same of the staties, they e

18, afelute vink. Sorme of them ate ke deciphering 1
Nazi rade during the second World War, buf vou get the
- genera] daft of fhings, fmmrﬁfthwtudf.'ﬁh hm if

jpotiion = o

- excellent sense of bumor, 1 was-teally

- o them in their staries o the e uut i ibf hnup
i ‘DH{I 3 they possbly could, ;md that really cracked
. me up Tor the fiest creative wrl[iﬂg situation,

wed this et

WA M Ml [ [ Rl
eI SR ]

e

erpicially being open-ended g3 f g

. be, [they performed] By ijbavfim'_' pectations, After

I
IC

hemselvs it Nation Bl e, 2 bickball pame where
vt kick the ball and then the ball's thrawn fn and

30, the persan that pitched the ball prabs the ball,

3. bounces itarce, and has 1o put it thiough the haap in
31 2 basket hefare the kid runs all the way around the
33, bases, Again its the boys and girls playing logether,
34, not just all the boys, no bifkeriﬁg np bitching back
3, and forth at each other, belping out each ather, roating
3, for each other, and 0 on, A pleas nt thing ta watch,
17, and I did not have to set the thing up. They did it

38, an their own, Qthers were playing Nation Ball with
3. anather class. Some of the othérs were out in the i |
0. gym area, bt fir the mpst part 90% of the chili:

11, were engaged in some kind of sparts recreatior

43, lined up for hunch. As T mentioned before, this

43, anly e I sally have o wgk over 1o the catet:

4. Towas actually the bays" turn o £ firsl, but they

45, srreving around in the ling, and 1 caid, “Well, girls go

36 They comglained 1 lithe bit and | said, "W, look

7, around yeu, What's going down " They straightened ont
. wcoupe o guys and told them to shape up. By that

9, ir‘m 'H'li.‘ gir]f. had a]rmdy‘ lf "L Alitle bit of self-

5L luﬂd df agive- ﬂnd—tak& siluation as far a5 who
2 goes fiest, and that's impartant fo them, | guess. When
53, the students came back after lunch, | had not received
54, an arl project that | had asked for earler from too
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One form of prmm‘alethe student’s—is missing, primarily beciuse
- we have nat yet- éevelnped a way to involve students. As we stated
. earlier, it is important that students be involved so that the perspec-

.. tives of all the participants in the instructional event are included.

This. method of data ccﬂle‘:tmn is important for several reasons. -

V ﬁrst, 1t pr@vides dEStnptwg mfnrmatmn gbgut the quahty nE m'ter-

Sectmd thls method of data collection g!VES multlple perspechves
on an instructional event, In the second of the three studies described
earlier we wanted to determine the nature of an appropriate teaching

-move—that is, an instructional strategy appropriate to-a given con- _
tent, setting, and curriculum. We put the participant- and nonparti-
!q:lpant observers 1 stogether to use their data to identify appropriate
m@ves As part of the pro 5, they had to dlstuss any, 51tuahon5 in

Fﬂf Example, a nﬂnpartxﬂpant—nbserver dascnbed ope. tear:her whc! E
had begun a lessan and ﬂ‘\er;, whEﬁ the studehts had reached a pmnt

thmg else. The fmnpartu:xpant _observer called this an Example of in-
appropriate teaching. Using her own protocols of the situation, the
teacher explained that in similar situations these particular students -
'had done better when she stopped the instruction at their highest level
of frustration and came.back to it later. She had done so the next day,
- she pointed out, and had been able to get the concept across success-
fully. In conventional research, where only the nonparticipant-observ-
.er's information is available, judgments are often made on the basis
of. information uncorroborated by the teacher. Our own findings were
limited, primarily because we did not have* corroborative evidence -
from the students involved. : . :
 Earlier we listedfAhe Strengths and expertise each member of the
teambrings to thefcollaboration. With each team member focusing on
the aspects of thesinquiry that best reflect his or her concerns, the
information that emerges is much ncher than if only one viewpoint,
were considéred.
« 3. Determining how to resolve the problem. Once a team has col-
ler.ted {nformation about £problem, it must determine what to do.
Inquiring injo a problem in the manner described above may suffice
" to resolve it. @hat is, brought to the consciousness of the teacher and
the students, -the prdblem might be resolved simply because it can be
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discussed or because individugl participants can attend to it.

If the problem is not resolved so readily, next steps are in order.
Several possibilities are apparent. The teacher and teacher trainer
may be interested in developing teaching and learning strategies, ma-
terials, and processes that attend to the problem. These ‘would then
become a new curriculum to be tested. The teacher can try out all the
iompcments while the teacher trainer pilot-tests them in other set-
tings, both inservice and preservice. The researcher can help develop
controls for the pilot test so that the effect of the turnc‘ulum can be
systematically studied.’ . N

The problem maykals:: be ofie on whlch research can and should be
conducted. If so, the i‘esearcher will be interested in designing a piece
of research, conducting it, and reporting the findings. The classroom

in which the team has beep warkmg might not be a good setting for

the research (e.g., because the subjects might be “contaminated”); .

the researcher might therefore want to select another setting or use

' both the classroom in which the team has been working and another

classroom. .
Anbther possxblllty fm* resnlvmg the prablem is to train Dtth teach—

perxence teachers whg served as parhcxpant cbservers came away

with new ways to monitor teaching and learning in their classrooms; -

they viewed their classrooms in ways that had not occurred to them

before.

Obviously a fourth pnssxh;hty is'that, having focused on one prob-
lem, the team will identify additional concerns. If so, it may repeat the
process of problem identification, inquiry, and resolution. .

Professional Growth Through Interactive
Curriculum Development °

- In the previous section we described how, we personally have pro-_

gressed toward an inquiry approach that-can be used in interactive
curriculum development. Our study of student socialization most
closely approximated how interactive curriculum development might
wark the shﬂrtcammg bemg that no teacher tramér was on the team.

’ Wﬂrkéd F.ldé by ‘;ldE w1th reaearcherg a%klng questmns makmg dec;— .
‘zsncm% about hnw to proceed, collecting data, and aﬁalyzmg ther:n The

-
-

. ,l

o

\ C . :

EEC 3
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“refearchers reaffirmed what they knew about teacher that the in-
sights and special province of teaching need to be a part of the con-
ceptualization of every piece of educational research and zurm:ulum
development. Teachers learned to observe what they were doing,
record it, and reflect on it. They began to look at teachmg and learn-
ing in new ways. Having another adult present, both at ““magic mo-
ments” and when things went wrong, prcmded a basis for talking

/ about what happened in the classroom and gaining insights into the

c:urnt:ulum Althnugh teav:her trammg has not bEEﬁ a focus of our_i

-skills can be captured by a teacher trainer and developed into trammg
processes for other teachers.
We reallze tha the mterai:mre curm:ulum develnpment process we

to the many Fatets GE ecglogyibased curru:ulum What is needed is

both a system for collecting and making use of data alréady available -

and the resources of a researcher and a teacher trainer to capitalize
on them. .
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As the literature in education indicates, curriculum leaders have for
years been concerned with the source or rationale for curriculum ap-
proaches and with™the need for a guiding philosophical base. The
learner, society, and subject matter have been identified as three pri-
mary sources (e.g., Bode, 1931; Giles, McCutchen, & Zechiel, 1942;
Taba, 1962; and Tyler, 1950),” but curriculum theorists have neglected
to give serious attention to the pluralistic racial and cultural dimen- -
sions of the sources. Rather, they have tended to debate whn:h source
should serve as the single m'gamzmg principle of curriculyn, and inte-
gration of the sources as a conceptual framework for cufficulum con-
struction has not, for the most part, been encouraged. - T

Curriculum makers have also been concerned with the need for a

guiding philosophical base for their curriculums. Hapkms (1941)
noted the significance of philosophy:

Philosophy has entered into every 1mpartant degsmn that has ever

. been made about curriculum and teaching in the past and will con-

tinue to be the basis of every important decision-in the future . . . .

~ There is rarely a moment in a school day when a teacher is not con-

- _ & 9 R
" 8 There are many sodrces of curriculum identified in the literature. Eisner aﬂ’d

- Valldnce (1974), for Bample have defined five curriculum orientations: the ﬁgnia

tive-process approach, eurriculum as technology, curriculum for self- actualization
and consummatory experiences, curriculum for social reconstruction, and academic
ratﬁallsm Neverthelegs th.e learner, society, and subject matter as sopurces are |
genefle to any discussion of curricylum developmen

4+
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/ fronted with occasions where philosophy is a vital part of action. An
inventory of situations where philosophy was not used in curriculum
and teaching would lead to a pile of chaff thrown out of educative
experiences. (pp. 199-200) '

The philasophy a school.endorses dictates ‘the atmosphere of learn-.

ing; it gives direction to the manner in which teachers approach the

structure of knowledge, regard society, and express coricern for the
individual. The philosophies of Calvin, Jefferson, and Dewey, for ex-
ample, have at various times served as substantial influences in shap-
ing the structure, of ourschools. Yet an analysis of these philosophical
applications indicatés that acceptance and affirmation of racial and
cultural pluralism %&ave received token attention at best. The reason
has not been so much that these philosophies explicitly exclude ra-

' ~cially and culturally different groups, but rather that they have not
explicitly include

these groups. in a meaningful, integrated manner.

‘Appropriate carriculum reform for a pluralistic society demands a
fundamental pécognition, acceptance;,. and affirmation of all people,
regardless of race, sex, or class. Even more important, affirmation of
djversity xée'i;uires that curriculum embody a rationale and a philoso-
phy that are.multicultural in form, content, and application. To achieve
this affirmation;- school districts must adopt a multicultural focus,
recognize the teacher-as a vital participant in curriculum development,
and provide insetvice programs specifically designed to effect multi-

_cultural curriculums:. .

\',\

Multicultural Education and Curriculum
A Philosophy and Rationale

Although pluralism has always exgted in this country, as a society
we have traditionally maligned diversity instead of welcoming, re-
specting, and appreciating it. With the passage of the Ethnic Heritage
Studies Program Act in 1972, however, schools have been formally
charged “to afford students opportunities to know more about the

- nature of their own heritage and to study the contributions of the

cultural heritage of other ethnic groups of the nation.” We believe
that the public schools’ comprehensive response to cultural pluralism
must be multicultural education, which embodies a multicultural phi-
losophy and focus. N

The rationale for multicultural education emphasizes the intrinsic

iwarth of each individual :
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The underlying basis of the belief that all people must be accorded
. respect regardless of their racial, ethnic, cultural, or religious back--
ground is a fundamental acceptance of the premise that all people
(men and women) have intrinsic worth. If all people have intrinsic
worth, it seems reasonable to conclude that all people should be ac-
“corded equal respect. Consequently, it should be the goal of society’s
socializing agencies—particularly the schools in this country—to in-
still and maintain such respect. (C. Grant, 1975b, p. 8)
In brder to respect, value, and affirm the diversity that each child
brings to the classroom, educational policies and practices must be-
come multicultural in purpose and design. Curriculums, learning ac-
tivities, and materials must be designed to eliminate ethnocentrism
and affirm cultural diversity in schooling and society.
- Although a variety of educational philosophies has guided curricu-

Tum development since the inception of American public schooling,

no philosophy has explicitly integrated true affirmation of diversity
into its tenets. Even the 1960s philosophy of social rélevance mani-
fested tokenism in curriculum, with supplementary courses, special or
alternative projects, and external and work-study programs. In effect,
the absence of a multicultural philosophy has often perpetuated racism,
gsexism, and classism-in schools. Sins of omission have resulted in
failure to recognize the contributions of individuals from particular
groups; sins of commission have resulted in the depiction of various
groups in negative, stereaty'plial ways. Many teachers either uncon-

* sciously or readily accept classroom expetiences and activities of cur-

riculum makers tHat are, at best, token efforts to teach respect for all
people. A multicultural philosophy is essential for providing the con-

‘ceptual basis and direction for-educational aims and objectives. It can

provide structure and purpose to educators and serve as both source

' and influence for curriculum dewelgpmem As Zais (1976) suggests,

the significance of culture in determining ‘curriculum cannot be over-

Estlmated ’ :

cnal mst:tungns. TD the Es:tEnt that he is awarepf hlmself his scn:lety,
and his culture, he becomes a significant force in determining through
the curriculum his own nature and the guality of his existence. To the
extent that he is ignorant of his heritage and his present condition,
however, man forfeits control over his schools and by default rele-
gates the future of the race to the mercies of uncontrofled events.
(p. 73)

In !:Url'ic_ulum that is multicultural the nature, ::cn'terlt and SE]ECﬁGﬂ

Y,

i

/
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instructional techniques and\strategiéi must be responsive to the vary-
mg heeds and leest‘yles of alf leamers Ln addition to adaptmg an un-

alsa examine and apply SOUrces and mﬂuences of c.gmc:ulum Erarn a
multicultural perspective. .

Sources for Curriculus  Development:
A Multicultural Perspective

The three sources of curriculum development identified above—the
learner, society, and subject matter—will provide the direction for our
discussion of curriculum development from a multicultural perspective.

The philosophy and psychological principles that guided stgdxes of
the learner, as evidenced by the ghild-centered schqols, for ingfance,
would seem to have been appropriate for addressmgo\ﬁire needd, inter-

‘ests, and purposes of students who were racially and culturally différ-

ent. The focus on the self-expression, needs, and interésts of the indi-
vidual leamer tauld we]l have ser\red as a means to dévelap a curri:u-
sive to the r\EEds of a dxvgrse American pnpulatmn, The curnculum ex-
periences of a child-centered school described by Rugg and Shumaker
(1928), for example, provided a “program of work” with a wide range
of activities that could have promoted acceptance and affirmation of =~
cultural relativism. Themes and activities, such as “The Study of
Eskimos” (Grade 1), “The Story of the Growth of Chicaga’(Grade
3), “Colonial History” (Grade 5), and “Poems of American Life”
(Grade é) clear]y indicated passibilitieg fc’u‘ pluralisfic apprcaches

ment of actual atternpts to affirm cultural dwerslty

Advocates of society as'a source wanted to maintain a relevant con-
nection between the real world and curriculum content. Analysis of a
pluralistic society could have provided a wealth of possibilities for
making this connection, but advocates of society as a source were
basically concerned with adjusting students to existing social norms.
Skilbeck (1975) refers to these advocates as “carrying on their par-
ticular pursuits-ignorant of or indifferent to” (p. 29) a changing cul-
ture, This approach claimed to have analyzed the nature of society and
society’s demands on the individual as a basis for curriculum develop-
ment. In fact, in its-rolé as the “reflector” of society, it maintained the’
status quo and thus inhibited social change.
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Besides serving as a source for curriculum deveﬁgment society ‘ina :

fluences curriculum development. The nat
ditions within it are powerful forces for directing cu E’ulum A’ free

and open society, for example, provides gpportumhes} for healthy,

-

critical debate and enables educators to design and implement curricu- )

lum necessary for all individuals to develop to their full potential. The
nature of society helps answer such important questions as Who will
be-educated? What should the schools teach? and Who will be respon-
sible, for the education of children? Economic, social, and political fac-
tors that operate within a society also haye a tremendous impact on
curriculum development. In recent years, for example, technological
innovations, wars, Congressional legislation, Supreme Court decisions,
and the civil sghts movement have influenced education in general
-and curriculum development in particular. Although the use of society
as the maiﬂ‘r source continues to encourage debate among curriculum
scholars, greater attention must be %paid to the racial, cultural, and
class dimensions of our society. Racially and culturall different indi-
viduals must be encouraged to contribute to, and receive rewards from,
sucmty

Drgamzatlan is Sub]Ect centered Drgamzatmn, w:th its f:ngms in Greek
and Roman liberal arts studies. Although subject-centered organiza-
tion transmits culture in terms of what knowledge is considered to be
of greatest worth, subject matter is usually predetermined. As a result,

the objectives of leai-niﬁg are lirni'ted in scope, and the "pasgi\fé EDﬁ-K

cept of learning” prev

and experiences of students are gftert Secundary to the mastery c;!f :

subject matter. In short, subjéct-centered organization has tended to
ignore the problems and needs of learnerssand society, while fostering
specialized competente.

In 1960 Jerome Bruner, a primary advocate of discipline-centered
curricylum organization, articulated the rationale that guided the cur-
riculugh reform movement of the post-Sputnik era: “The curriculum
of a subject should be determined by the most fundamental under-
standing that can be achieved of the undérlymg principles that give
structure to that subject” (p. 31). In 1971 Bruner virtually retracted
the above gtatTment and stmng]y criticized the discipline-centered ap-

proach:
-

" TMany curriculum scholars, when discussing content organization, distinguish

between subject-centered, discipline-gentered, and broad-fields design. See, for

-example, Taba (19562 , PP. 384-395) and Zais (1975, pp. 397-408),

B
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thzn samgthmg of a dEEmphgﬂs on matters that hgvg to do with the
‘structure of history, the structure of ph)gsu:s, the nature of mathe-
matical consistency, and deal with curriculum ritg in the context of
the problems that face us. We niight better’coficern ourselves with
how these problems can be solved, not just by-pracgical action, but by
putting knowledge, wherever we find it and in whatever form we find
it, to work in these massive tashs . . The issue is one of man’s
capacity for creating a culture, smety, and technology that not. only
feed him but keep him caring and bElGﬂglﬁg {as quated in Zais, 1976,
p- 406)
Bruner further commented:
E{shﬂi kill ourselves, as a society and as human beings, unless we
ess our efforts to.redressing’ the deep, deep wounds that we in-
flict on’the poor, the outcast, those who somehow do not fit within
our caste system=be ‘they black or dispossessed in any way. (as
quuted in Tanner and Tanner, 1975, p. 279)

Bruner’s acknowledgmerit of society’s indifference tok;mally and
culturally different groups in curriculum development elogiently and
accurately tharattenzes the entlre curﬁiulum ﬁeld Sihmls must op-

merely as reﬂectars DF sxxlety Educatnrs must take serlnusly Bruner’s
words, “We shall kill ourselves, as a society and as human beings . . .,”

‘and translate them into an agenda for action. This agenda must in-

volve teachers in a meaningful and sustaining manner, wherein their
role in curriculum development is clearly conceptualized and carried

out,

The Role of /khe Teacher in Cu,,,culum Development

Current llterature on teather centers inservice Educatmn, teacher

should pamclpate, athér they do not have time to do so because oE all
their other school obligations, they do not have adequate knowledge
of particular curriculum theories or the process of curriculum develop-
ment as a whole, or they do not view Participation as a professional
respan§1bllit’y (Zaisg 1976, 2 47’7) G’iven thése Ccngtraiﬂts the perti—

an

ot

W
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lem demands the creation of real opportunities through inservice edu—
cation, which requires sufficient amounts of time during school hours,

adequate training in curriculum theory and design, and acceptance by

teachers and administrators alike of the teacher’s professional responsi-
bility for curriculum development.
Traflslated into more sper’:iﬁt terms, the creatinn oE real npportuni-

ment in terms of what each teacher in a given lm:ale can and shauld
be expected to do. Although "sufficient amounts of time during school
hours,” for example, will vary from district to district, “sufficient”
shduld not signify an inservice session one afternoord per month.

- School districts should allow extended periods of time for regular in-

volvement of teathers—as part of a teaching load—through additional
summer emplggment, intensive short-term sessions, or leaves of ab-
sence from cl#®oom duties. -

In addition, teachers should have adequate training in curriculum
theory and design. This training should include a broader understand-
ing of curriculum foundations and. principles in order to assure effec-
tive implementation. As Herron (1971) found, “Teachers, as a group,
have little knowledge of the foundational aspects, or rationale, of . . .
new programs. What they do with them, therefore, bears little re-
semblance to the uses for which they were designed” (pp. 47-52).

Blame for teacher inadequacy in curriculum development must be
shared by teacher education institutions and state and logal education
agencies as WEII as teacher’s themselves Teaz‘:her edutatiaﬁ ins’titutinns
service teat:her pr pa,ratu;m pmgrams, This omission Eﬂntrlbutes to a
tendency among teachers to abdicate responsibility by accepting cur-
riculur’n spécif r:atians dexielo;:eﬂ nutside their. classroams State and

Dlscussmg teacher respan51blllty in cu,rm:ulum develapmem, Unruh
(1975) concluded:

For teachers or their informed representatives to avoid involvement
in decision-making about curriculum objectives is professionally ir-
responsible . . . . Part of [the] responsibility . . . is teacher recognition
of the complex nature of curriculum development and the need for ex-
pertise of many varieties. If teachers themselves cannot contribute
the CDmPEtEﬂEiES that are needed in the pmcess . Litis then- rESpEX\=
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Teachers need a variety of skills to participate actively and effectively

in curriculum development. These skills include working with groups

to diagnase fﬁi‘ﬁcﬁﬂufﬂ concerns, dé\félcping plaﬁs and csbiéctives fmm

tles (Taba,, 196;). Essenﬁals Eor part;cxpatlun in currx:ulum develcp—

" ment include (a). sufficient knowledge of the content of specific fields

to select ideas and content samples, (b) sufficient knowledge of learn-

* i - . _ N g o » T
ers and the learning process to select and sequence learning activities, . -

and (c) sufficient knowledge of procedures for diagnosing, evaluating,
and -interpreting data. Continuous self-improvement in curriculum
Eémp*ce should be the ggofessional responsibility of each teacher.
Local school districts can p%xde ngﬂrtumhes for such self- improve-
ment through inservice programs designed to promote dialogue ‘and
inquiry among all participants in curriculum development.

Through a dialogue-inquiry model for inservice education (cf. Fried-
man, 1973), teachers and curriculum specialists can negotiate both the
process and the content of curriculum development, implementation,
and Evaluation. Dialogue and inquiry can strengthen the four abilities
necessary for participants to improve curriculum: (a) ability to ques-
tion existing reality, (B} ability to draw general lessons from concrete
experience, (c) ability %test those lessons in practice, and (d) ability
to examine results sincefely (Fnédman, 1973, pp. 232- 237) Teachers
should not only understand and concur in the purposes of the cur-
riculum they are to implement; they should also have a voice in deci-
sion-making that affects their individual classrooms. Equally 1mpc3r=
tant, curriculum designiers must understand the applicability and feasi-
bility of their efforts (Whitely, 1971, p. 45), an understanding that can
be gamed t:mly thmug}\ dlalmgue and inquiry with teachers who will

Multicultural Curriculums and the Teacher’s Role
in Planned Change

curricdlum develop-

”TH’E: foregoing discussion of the teacher’s role §
ment is broadly conceived. The'role of the teachfr in developing multi-
cultural curriculums can be more specifically’ defined. Multicultural
t;ufriculium_sj pravide teachers and students alike with. a framework for
learning about an important facet of American society. The teacher’s
role in prizing diversity is crucial, and success in developing and im-
plementing dirriculums to meet the goals of multicultural education is

largely dependent on the teacher.

5
%



O

ERIC

Aruitoxt provided by Eic:

u a

£ = F P

MULTICULTURAL PERSPECTIVES : . 89

In defining the roles of teachers and other-educators in curriculum
develgpment, the need’for curriculum to be planned must be kept
uppermost in mind. A curriculum is, by ‘most des:rxptmns similar to

- that propos&d by Tanner and Tanner (1975):_

the planned and guided learning expéneﬂc:es and intended learning

outcomes, formulated through the systematic reconstruction of knowl-

edge and experience, under the auspices of the school, for the learner’s ¥

continuous a;ld willful growth in personal- -social competence. (p. 45)
Most critics of curriculum, including Broudy (1966), Cremin (1956),
Sand and Myers (1967), and Taba (1962), agree that curriculum ap-

~—proachés tend to be thearehrally weak, to be piecemeal in design, to

emphasize a single principle rather than total integration, and to foster
a pattern of either-or thinking in both develnpment and implementa-
tion. As Unruh’ (1975) urged,

: Th: challenge thus becomes one of taking curriculum development
~ out of the “accidental” category and introducing some form of gen-
eral rational input into plamning, while maintaining the’ participation
and integrity of the persons and groups involved. (p. 29)

To develop curﬁculums that respond to the prevalent neglect of

pluralism in American schooling, school districts must develop com-

#prehensive ;nsérvu:e prggfarng for tReir instructional, administrative,
and special services personnel. At the: foundation of such programs
should be recognifion of the need for planned change to eliminate
racism, sexism, and classism.?

According to Chin and Benne (1976) ® there are three major types
of strategies for effecting planned change: empirical-rational, power-
coercive, and normative-reeducative.” Empirical-rational strategies as-
sume first, that people dre “guided by reason’” and second, “‘that they

will utilize some rational calculus of self-interest in determinirig needed

changes in behavior” (p. 24). Although simple and reasonable equity

" demands relevant curriculums and improved educatmnal opportini-

ties for all children, reason seems to have disappeared when one spe-
‘cifically examines, for example, representative reading scores, limited
motivation to "achieve among females, and dropout rates of minority
students Despite the condition of American education’ as described

8 The Eal!ﬂw‘ing ‘portion of this paper is adaptdd from Developing and Imple-
menting Multicultural In-Service Teacher Education Programs, prepared by the
authors for the National Council of States on Inservice Education, November 1976.

¥ The extended discussion of strategies for planned change that follows is
‘based on the frameworks proposed by Chin ind Benne,

1
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~ by -the'Reﬁar;ng the National Adéiséry Commission on Civil Dis-

orders (1968), schools and teacher preparation institutions alike have
consistently maintained an ethnocentric focus. _Empirical-rational
strategies have had little, if any, effect on educational opportunities
for the culturally different. . ' .
* The second type of strategy, power-coercive, emphasizes the use of
political, economic, legal, and/or moral sanctions to bring about de-
sired change. Within the last 25° years, American courts and legisla-
tures have issued mandates to eliminate segregated facilities; increase -
-equitable educational opportunity for the linguistically different; pro-
hibit discrimination in federal employment; expand programs for the

“education of handicapped children, bilingual Jearners, adults, and
Native Americans; and prohibit sex dis¢rimination in schooling. De-’
spite these and similaf mandates, as well as subsequent, Executive
Orders and concomitant sanctions for noncompliance, we as a nation
-have moved as if “with all deliberate sloth.” Power-coercive strategies,

by theniselves, tend not to succeed because they seek.to “change the
masses through implementing political and economic gefglhi deeined |
desirable” (Buchinan, 1975, p. 151) without making p#¥isions to-
reeducate the people who are to implemtent the desired Ehnﬂﬂéiéi

~When a change has been legitimized by law, it is often assumed .. .
that the desired change has been made, when in fact the only thing
that has been accomplished is the act of bringing the force of legiti-
macy-to bear on the desired change. Those who are to carry out the

~ desired change are still without the new knowledge, new skills, new
attitudes, and new value orientations with~which to bfiﬁg about the
change: (p. 151) i T ‘

" Neither ,empirical-rational ‘nor pGW?f=CDEr§iVE strategies ‘have effec—
tively responded to the needs of a pluralistic nation. For inservice ed-"
ucation to be effective, we must adopt a strategy thht, in Associate Jus--
tice Brennan’s terms, eliminaggs discrimination “root and branch” from
America’s schools.”” To this end we propose using the third type of
strategy, normative-reeducative, for inservice programs. _

Normative-reeducative strategies assume that people are guided in
their actions, not by ‘reason or extérnal coercion, but primarily by
“socially funded and,communicated meanings, fiorms, and institutions,
in brief by a normative culture. At the personal level, [they] are guided.
by internalized meanings, habits, and values’ (Chin and Benne, 1976,
p. 31). ’ ; -

&

c:"Ei:;nv\;énuﬁty School Board of New Kent Co., Va., 301 U5, 430 (1968). .

z
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Changes in patterns nf acﬁuﬁ or practice are, therefore, :anges, not
alone in the rational informational equipment of men, but at the per-
sonal level, in habits and values as well and, at the sociocultural level, .-
changes are alterations ip normative structures and in institutional-
ized roles and relationships, §5 well as in (:nghve and perteptual
aggntahans (pp. 31—32)

cmﬂprel‘lenswely on narmatwe, cognitive, and percept};al chan .

Normative reeducation is accamplished by change agents brmgmg
direct planned intervention to bear on thelives of individuals whose
behavior is to be altered. Such intervention requires recognition of the
elements of. effective reeducative strategies (Chin and Benne, 19?5

Pp. 31-32). When one dpplies these elements to potentially effective
mservu:e education, a gnrollary set of elements emerges for multicul-
tural i msemtze programs. Table 3'presents both sets of elements

g =i
<

.~ - Form and Content of Multicultural -

ict
Inservice Programs

Before appropriate and effective curriculums and educational strat-
egies can be implemented, educators must address a new Ehalléﬁge—

reeducatmn of praF255mnals thfc‘;ﬂjgh inservice pmgrams We pmpnse
/

‘_\i‘.DfﬂmItfl’lEnt to its 1mpleme,nta"ﬁmn. “The three phases are awareness
und recognition, appreciation and acceptance, and affirmation.

The awareness-and-recognition phase entails interactions with one-
self, with others, and with appropriate maYerials to understand the
nature and impact of prejudice and discrimination. The appreciation-
and-acceptance phase involves the acquisition of substantive knowl-
‘edge to lead educators to an appreciation of racial, cultural, and in-
dividual variations' as differerices rather than deficiencies; the final

" stage of this phase should be the acceptance of our pluralistic society
and a declaration of the need for multicultural education: The ‘affirma--

ltmn phase Fctuses on the actual developméni 1mplgmentat10n and
thcugh each Df the three phaseg has unique and specnﬁg Emphaées, all
have shared and mterrelated elements,

a i}
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e Teacher Education”®

Reeducative Str;tegies

Mulﬂcultural fnservice Teacher Educa-
tion Strategies’ s

1. Emphasxs should be plated on the
Ehents mvnlvement in warEmg

pﬂ:vement Egr himself” or herselfi

2. Although more adequate informa-
tion might be useful in bring

g

about the desired change, it is im--

perative that one consider the pos-
i ; that the problems “lie in the
attitudes, values, norms, and the
external and internal relationships”
of clients. \

{

\ .
3, Cha‘:ﬂge agents must work “mutual-

ly and collaboratively” with clients

to define and solve problems.

)

4.-"Nonconscious elements which im-
pede problem solution must be
brought into consciousness and
publicly examined axid, reconstruct-
ed.” /

f

L W]

1.

Ll

Emphay%s should be placed on the
edutataﬂs mva‘lvement in working out
programs “of change and improvement
or himself-or herself and his or her

sl“udents Altl‘mugh -inservice pn:-

gbnut ways to effer:t this thange edu-
cators must fégl a sense ‘of direct
ownership in }he. design. develop-
ment, implementation, and evaluation
of the programs. 1

. Td" develop and implement multicul-

tural curriculums, educators must
have more adequate and accurate in-’
formation related to the various di-
mensions of all cultures. For éducators

to use the newly d knnwledge
effectively, however, they must elimi-
nate negativk attitudes and patholog-
ical norms from their repertoire of
beliefs and values.

. Programs of planned change relating

to cultural pluralism demand collab-
orative efforts to define and resclve
problems at Hand openly and honest-
ly. Support and involvement are re-
quired from all parties concerned—
participants (instructional, adminis-
trative, and special services person-
nel), facilitators, community mem-
bers, state departments of education,
teacher organizations, and teacher
preparation institutions alike.

. Normative reeducation require? a con-

stant and consistent pattern of dia-
logue and inguiry through which edu-
cators can. in a nonthreatening envi-
ronment, define and solve classroom
problems that are essentially grounded
in normative beliefs about culturally
different students.
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Reeducative Strategies Multlculmral Inservu:e Teacher Educa-
: tion Strategies

5. Methods, concepts, and resources 5. To effectively bri out multicul-
of the behavioral sciences should tural curriculumge®®inservice programs
bz applied 'selettwely, relevantly, must apply_af many resources as pos-
ately” in order to fe- sible frofm the behavioral sciences—
solve the pﬁ;blems at hand. “selectively, relevantly, and appropri-
Multicultural education re-
quires curriculums different from that

required for the conversion to miet-
rics, and much more than inserting
“una bomba” or “soul food” or light-
ing firecrackers for the Chinese New

Year. It requires a total infegra- .-

tion of all facets of life that constitute

4 culture and therefore demands the

. widest range of resources possible for
curfu:ulum develapment and imple-

Too then edu::atms demanstrate a lack of awareness of pre,udxce and
chsx:nmmatmn Indeed some deny their very existence. Allpért (1?58)

gramed pre;deceg feel so msecurg that acknawledgmg their prejudices
is threatening. Others, who accept the status quo automatically, mani-
fest this denial by assuming that the “prevailing system of caste and
discrimination [is] . . . externally fixed” (p. 464). In Allport's words\'

Those who are dEEply pre;udmed are in lmed to deny that they are

jective view of conditions in their cummumty [and in thenatmn as a
whole]. Even a citizen without prejudices of his own is likely o blind
himself to injustices and tensions which, if acknowledged; could only
upset the even tenor of his life. (pp. 464-465) .

Confrontations with one’s feelings of prejudice are' unsettling and
difficult, but those whq work with children must undertake this strug-

gle if they SlﬁEE‘TE]y hape to becﬂme more aware and understandmg .

[ 4 N
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classism. Through a dialogue-inquiry approach (cf. Fﬁedmaﬁ, 1973)
people can shart their feelings, beliefs, and attitudes in order to clarify
assumptions they\ hold about themselves and others. As Goodson
(19?3) explains, . ' : : .
It is from dlalcgue facilitated by the interpersonal inmpetencxes of
participants, that the specific Functmns of inquiry (describing ‘and
evaluating reality, formulating and ana.lyzmg prablems, setting goals,
elaborating and examining alternative plans, acting to implement a
plan for changmg teahty) are generated and given form and meaning.
Dialogue activates inguiry. It enables group members to raise and
_ answer questions and to state and consider alternatives regardmg a
specific function of inquiry. (p. 3) - .
In an inservice settmg,?thegttuctured interaction of the dialogue-in-* °
quiry format {atilitaté?méa“ﬁiﬁgful communication among colleagures.
Alternatives for improving the educational environment can thus be .
generatedy :
The awareness-and-recognition phase must also include an eﬁa’r’m
——ination of the impact of prejudice and discrimination-en-individuals—+—
and groups. More important, it must explore the manner in which
schools and ofher social institutions perpetuate discrirfnation. By ex-
amining areas such as the following, educators should develop a’
deepened ‘insight into their gwn practices:
* traditional social, vocational, and educational patterns of minorities,
women, and the handicapped;
* 3 class analysis of minoritie# and women;
9*|hé Iegal status of women and enforcement of laws in relation to
thE handlcapp&d

. Enrt:il]ment pa,'
* mass-media reirEsentatmn uf ﬁ‘llﬁDI’ltlES womeén, and the handi-

capped.
In sum, the awareness-and- fEEDgnlth phase can be translated into
the fi:llcswmg igﬁlflﬁ objectives as a minimum FDF inservice” educa-

tion:!
. ilarlﬁgatlﬁm analysis, and assessment of the values, beliefs, norms,
aﬂd standards held by each individual;

" 1For a detailed list of abjectives used in a normative- rELchatWE program in

human relations, see Bu;hanan (1975, p. 160).

C- ) ~
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. exanuﬂatlén‘af the forces of racism, iséxism, and classism in society
.andtthe impact al these forces on thJ experience of both minority-
. groyp merhbers.and thnse of the n')a]umy culfure (see €. Grant,
197 3) -

" ® evaluation of the manner in which American mshtutlans, Espegally »
schools, perpéﬁxte discrimination d prejudice.!?

H

‘The significance-of this firs} phase of reeducation cannot be averstated

it must be addressed and accompli éhed before the ulm‘nate goal of
multicultural curriculums can be atfamed.
The second, phase 'of reéﬂhcahaﬁ*‘must be consciously planned

promote appreciation andgttepta é.8f racial, ‘tultural .and -individual ~

differences and of their right to eyist. This phase shguld provide edu-
cators “with significant informatién about the,. various.dimensions. of
races, cultures, and individuals. /This can be accomplished thmugh a
variety of activiti s—wDrkshnp}’ seminars, formal caurses, laboratory

or microteaching, Ed informal and casual interaction. ‘Longterm proj-

ects—to select, adapt develop/ and assess c:urnculutn and matenals=
?Drtant mlé
Educators need ¥assistance in acquiring hxstgncal psychnlcgu:a]

sociological, physiological, political, economic, and linguistic informa- -

tion relevant to education for a pluralistic society. Substantive knowl-
edge in these areas is necessary for educators to realize more.fully the
importance of incorporating pluralism daily into every facet of school

hfe The Eoﬁawmg Efamples in each of thege areas suggest one dlrEC-

by no means all nmmpassmg, it only tDuches the surface af mﬁ:rma—
tion that can prémote dppreciation and acceptance of cultural pluralism.
1. Historical infprmation. Educatofs should acquire histdrical infor-
mation that identifies and substantiates contributions of. individuals
from all races and cultures, including examples frc;arn céntemporary
American life. The cun;nbutmns of ordinary men and wiimen as well

.as those of famous peggle should be discussed. Through such discus-
\sufms educators can begin to realize the absurdity of celebrating differ-

ent cultures only at specified times—for example, celebrating black
culture only during Black History Week or Puerto Rican culture only
on Puerto Rican Discovery Day—when they should_be pcknnwledged
throughout the school year.

12 The distinction between the terms “discrimination” akd “prejudice” is clearly
made by Allport (1958): “Discrimination usually has to dy with common cultural
practices closely linked with the prévaiiing social %yStET‘r’l WhErEE‘ the term j:irsj—
udice refers zspecialll.i """
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2. Psychologital and sociological information, Psychology and so-
ciology can provide'information concerning similarities and differ-
ences among people. A psychological understanding of human be-
= havior and human needs is essential to understand, for example, that
all people desire satisfaction of such human needs as security, love,
and self-esteem in their pursuit of self-actualization (Maslow, 1954).
From a sociological standpoint, educators can more fully appreciate
alternative lifestyles based on cultural patterns and preferences; roles
and relationships in alternative family structures; socialization pats
terns; value systems; and the different ways in which people work,
worship, and spend their leisure time. Noar (1971) appropriately sum-
marized thi¢ issue:

Development of [an educator’s] tensitivity depends, to a considerable

degree, upon knowledge of the environment in which a child has his i

.being, of the social forces that impinge upon him, of the nature of his

people. (p. 2) c v ,

3. Physiological information. Information regarding individual dif-
ferences can equip educators to deal with occurrences that might make

_racially and physically different children scapegoats in the classroom.
“Each of -us has"unique fingerprints and teeth; our voices, heights, and
weights are different; the color of our skin, eyes, and hair varies; and
even the two sides of our faces are different from each other. An under-
standing that every human being is distinctly_different fr every
other human being should 'promote an appreciation and ag€eptance in
educators of the diversity and uniqueness among people. -

4. Economic and political information. Economic and polttical topics
for consideration are endless: Information on employment policies and
practices and differential incomes for minorities, women, and the
handicapped can aid educators in accepting, the fact that inequities
exist. The legal status of women, as well as the enforcement of laws in
relation to minorities, women, and the handicapped are other areas
fheré disparity could be considered. Through the acquisition of this
kind of information educators can not only examine the manner in
which they might perpetuate inequities in the classroom, but they can
also acquaint children with the variety of economic and political op-

" tions available. :

5. Linguistic information. Infdrmation that clearly demonstrates the
distinction between language differences and linguistic deficiencies
might help educators grow in supporting a multilingual/multidialectal
society (see Malnick, 1976). Ways in which the English language re-
flects and transmits information about both ajority and mindrity

+
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cultures shn\jd be ackngwledggd Further educators should under-

7 stand the discriminatory power of racist and sexist language. A greater -

understanding of uses of language and communication styles as cul-

_ tural tools should enable e“;u::ators to more effectively promote ap-
prupnate communication in a classroom environment.

Critical analyses of instructional materials and media used in Tocal _
classrooms can further encourage appreciation and acceptance.
Through such analyses educators can become cognizant of the omis-
sions, biases, and stereotypes that materials overtly and covertly dis-

- play (see’ G. Grant, 1974). By determining how many minorities,
women, and handicapped people age represented in children’s mater-
ials, and by examining who plays what role, educators can more ac-
curately perceive how cultural and individual differences are portrayed.

. Educatﬂfs shi:uld alsu have extenswe Experlenies in mterpretmg test’--

dually different childrén into law—ablhty or speclal classes or groups.
Through these and other similar learning experiences, inseryice educa-
tion can effectively succeed in develngmg in'educators an appreciation
and acceptance of America’s pluralism. In essence, then, the knowledge
gained through this phase would enable educators to declare a belief
in the need to affirm cultural diversity.

+ The final phase of reeducation, affirmation, focuses on educators’
developing, implementing, and evaluating multicultural experiences on
a regular basis in the SEhGGI settiﬂg Educatafs can begiﬁ to meet the _

respect fot all pEQplE and encouraging equltable Edutatlonal oppmr—
tunities fér each and every child.

Experiences for the affirmation phase should be based on the knowl-
Edgé gaiﬁEd in the fifst two phases Fundamental to affirmatiﬂﬁ is the

tent in cutnculum with EpEElflC focus on cultural and mleldual dlver—
SIty in analyzmg saclal and mstructmnal dynarmcs SDurces For such
and smennﬁc fact, expenennal data, and affective data as IEHECEEd in
the fine.and performing arts.

Learning activities should not only acknowledge the existence of
similarities and differences among people but also promote an examina-
tion of them. For example, every culture has an oral tradition through
which favored stories, songs, poems, and proverbs have beén passed
down from one generation to the next. Such tales reflect the fantasies,
facts, superstitions, ethical beliefs, and customs of a given culture. At

1 L
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the same time, these tales presem hopes, needs, experiences, and ideas

common to people in general. By developing activities that contrast the
folklore of varying cultures, teachers can hélp students appreciate simi-

larities among people from diverse cultural groups and recognize cul-

tural charatteristics and social, political, and economic contexts.
through specific variations on common themes,

In addition to integrating t:ultugl 1 diversity into the total curriculum
through learning activities, educators should alse incorpbrase the cul-
tural and individual experierices of children as living resources into
.. When discussing reading assignments with stu-
dents, for example teachers usually direct their questions to the stu-
dents’ experiences/rather than solely to story recall or comprehension.
To foster multicylturalism, however, teachers shnuld encourage and
pursue discussighs of experiences that result from studénts’ diverse
backgrounds. By regarding the personal experiences of each child as

valid and valGable contributions to the classroom, teachers can truly

. affirm diversity, N

Furthermore, educators should regularly involve members of the
local community and their wealth of resources in classroom activities
(d'ee Young, 19?57 Teachers musty for example, recognize the various
capablhtxes of community membe‘ri ot only as aides or guest speak-
ers on a wjde range af topics, but as regular participants in and

tributors to classrdom mstructmn In. addition, the community’s
‘E{l sical resources shouM be regularly used as appropriate locations in
and around which valid and relevant instruction can take place. o

In these ways teachers can help children becore aware of the nature
and impact of prejudice and discrimination and can promote in them an
appreciation and acceptance of cultural diversity. This awareness, ap-

* preciatibn, and acceptance, in turn, will aid students in affirming plural-

ism in their own right. Thyerhy developing and implementing cul-
turally relevant curriculums, activities, and experiences, educators can
begin to promote alternative lifestyles and value orientations that
should be recognized, accepted, and encouraged in a pluralistic society.

Conclusion

To affirm diversity in American society, school districts must adopt
an agenda for action to reformulate and redirect the predominantly
monocultural focus of schooling. Such an agenda must be based on a
source and philosophy appropriate for multicultural curriculum devel-

i ; )
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meent In add;tmn school districts must define the role of teachers

as integral members of the curriculum development process a
develop inservice programs to provide them with the necessary frain

=™

‘ing for active participation. Only in this way can learning experiences

in the classroom ultimately aid students in developing skills for effec-
tive, realistic, ancl sensitive mterpersnnal and intergroup relations; for
social, economic nd political participation; and fog interpre etation and

decision- makm n a pluralistic society.
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g “)School-Focused Cumculum

o , ,,velcrl_:)xment and Inservice

ZFeacher Education
Robert G. Gough

Discussion of the notion of curriculum development (or curriculum

change or curriculum innovation) is likely to bk lesg than adequafe
unless there is first a clarification of what curriculum is and how it be-
came so. The term “curriculum” usually refers to the structural ar-

rangement of aréas of knowledge in ihml} Such a use implies an -

objectivity in which knowledge-is regarded a8 a defined set of facts
cohstituting a cognitive “map” that exists quite independently of
classroom activity. Teacher and students set out to acquire a portion
of this externality, perhaps after some predigestion by the teacher.

Such a view is inadequate in that curriculum needs to be seen irf
addifion as a product of what people say and do in classrooms. School
knowledge thus becomes a social construct, derived in the main from
the interactions of individuals and groups that are themsglves socially
and’ historically located in particular contexts. Knowledge then is seen
as something that is not anly transmitted but also socially constructed.

In a manner 51mllar to the first view of curriculum above, curriculum
development has largely been typified by centralized teams pradu::mg
resource material, sometimes for teachers, sometimes for students,
sometimes for both, in a framework that treats cufriculum as material
handed down by the innovators for the teacher to distribute. Just as
curriculum is seen as independent of students (kncwledge as mdepend—
ent of the knower) and teaching is seen in terms of a ““transmission’’
model, so curriculum development is seen—in the research, develop-
ment, and dissemination model at least—as the work of experts at the
center, while at the periphery stands the teacher, viewed at best as a
neutral transmitter of curriculum, at worst as someone who will foul
it up (and so-needs training to cope with it). -
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3

~8chools Council Curritulum ijectg

Fhis seems to have been the model largely adopted by the early
projects of the British. Schools Council (and By the Nuffield Foundation
projects that preceded them). The Schools Council for Curriculum'and
Examinations—to' gf# its full title—was established in the mid 1960s .
and consists essentially of a set of compmittees aad a small permagent
staff-whose major task is to service thé committees, There ape subject
comeittees covering all areas of the curnr_ulum, recommendations
from which go to policy committees, called Steering Committegs A, B,
and C and congerned respectively with curriculum matters for students
of ages 2-18, 1 16, and 14-18. Thé decisions of these committees are
charileled into thé executive Programme Comnrittee, which determines
priorities and, ccafdxnﬂ} with_the FlﬂaHLE Committee, allgcates
funds. - : ,; Y

Thus, a proposal for a potential project passes through various com-
mittees, a majority of whose member$ (except for the Fifiance Com-
mittee) are practicing teachers. The Schools Council’s pfogram is fi-
nanced jointly—and equally—by ‘the local education authorities in a
‘consortium and the United Kingdom's Department gf Education and
“"Science.’ However, the Schools Council i is autonomous in determmmg
the naturE and e:sctent Df 1t5 pmgmm
the Cmmcxl and of course, tea;her-‘w are Frequerltly members of pr@]ect
teams. In the light of such considerable participation by practicing
teachers, it is perhaps surprising that tRencenter-periphery model was
not modified.earlier. Those concerned may\have been seduced by the

- rationality of the model (or pgrhaps it was considered the only model

available). No doubt, curriculum development by centralized teams
has some advantages. For example, it gathers the expertise and experi-
ence of a number of people in one place, aowing goed commumica-
tion and the concentration of resources. No doubt also, this style of .
ofor
both students and teachers. However, theé Vast amount of activity' in
the creation of materials™at the center has not always been reflected in
c/émmen-aumte change: ir th-:rmjm pm;ﬁce 1This may ha\fe been-

three years ago, fundmg Df Eghm}ls Councll prgpects made no provi-
Sicm Fc:;r diEEEmi ation :md aFter s:;ire the rjr.:ctufe bemg to .Et pub—
t!fmls tc: appropngte audle;mc:ﬁ; Rec‘Ently the ﬂeed tD bmld dlssemma-
tHon into the project at an edrly stage has been recognized.
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It perhaps needs Emphasl,ﬁlﬂg that the SLI’\DDIS Council has no power .

to enforce the use of project materials, in aty SCi"IDUI (ne;ther incident-
-ally, has anyo .e). It has been argued that in. its desire not to be

~ seen as seeking to intetfere with the autonomy of the head teacher and

&

the school staff, the Schools Coungil has been so reticent in its ap-
proach as to produge a negative readtion to project materials.” .
With all its shﬂttcammbs the Schools. Council has made significant
progress i roducing 8 Favmra\bq"é climate for development and has
made a trerrzndous ‘breakthrough in mv\a{yuﬁ, practicing teachers in its
wogk. A'criticismi that may be leveled is the tendéncy for curriculum .
, development to. take the form (as indicated é‘ar'her) of the pm;luahan:
of materials by a centrat®eam; and-the implications of this. v
Teac‘hers are Gfgen under great %tressi fﬁjm Lmeg w1th the very'

be FDrgwen Fur regardmg pm]at maté‘naleﬁ—emmally, aﬁywayzaﬁ a
leElmg a ready-made “package that will alleviate (if not cure) their
troubles. The model here seems to be one in which solutions are
sought for curriculum problems. But all too often attention is fécused

- on surface symptoms rather than the underlyihg processes that affect

curriculum outcomes. Consequently what tends to be acquired by

teachers exposed to curriculum development is the surface manifesta-
tion of curriculum Lh;mga (enshrined- in resource “packs’”’ perhaps);
the ““deep structure” of the curriculum process is hardly transmittéd at
all.

Clearly those who bertefit most from curriculum pré]ects are the ,
profject team members themselves. Hence ideally we need to think in
terms of 4 teacher’s undergoing a curriculum development cxperience
in total—that is, diagnosis, design, production, implementation, and
evaluation. The recent work of the Schools Council in providing sup-
pm‘t and resources for locally initiated programs of curriculum innova-
tion has gone some way in this direction. For many people, hawever,
curriculum development will be something done by others, and in-
novators face the problem of producing something that is appropriate,
accessible, and acceptable to their larger population.

Shi 1 , 7the Emphasns to Pmcess and Practice
\

Ths: emphaqlq m:éds :.hlftmg, theﬁ taward a view of cufrmulum
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~,Some narrow sense (and after all, one can always be successful if one
\%hins low enough). Teachers are not looked upon as deficient, r‘eqi.urlng

retraining to deal with' the change. Teachers’ (and students’) classroom

practices are seen as the source of curriculum, not just the_transmitter
T ofit. (This latter view j£of value in indicating the shortcomings of the
™ so-called * L,lE!SEsILE!] "# linear curriculum models, but 1t is 1t':.elF made—

quate in not takis .

jctivity is apart, ™ 7“%

In lookirig at inservice edm
~opment, then, it _see start frum tLJLhEI"-} practue

Téathei‘f are more ,lkely to bEl ome ln\fulvu;l in curriculum innovation

o if th;y can see how it JPPILLL to them in their individual situations. A
central task fogthe teacher educator is to hel Ip teachets locate them-

selves in their partlé‘glar context and to efiable them to reflect on their
practice and the featuds of the context that JHPLE their practice, 7

The teacher seeking further grofessional devel lopment has tn'giéd to’

be confined to one of two possible rautes, which far convenie may

~ " be labeled “academic”” and / ‘practical.” The academic roufe has gener-

ally involved the E.t:{:kmp of furthersualifications—a higher dEgrEE a

somewhat'divorced from classroom reali-

“diploma, etc. (often in are.
ties). It thus has tended to brmzﬁ higher status and fewards and, fre-
quently, prbmotion to positions outside classroom teaching. The prac-
tical type of inservice education hagbeen concerned with day-to-day,
bread-and-butter issues—new methods, technjques in such areas as
modern mathematics, apprﬁaaht to geography, etc. Although very
+ .relevant to the improvement of work in classrooms, this approach has
tended to bring little extrinsic reward. It is desirable and possible to
combine these kinds of inservice education and produce programs that
are both relevant, in terms of their relationship to what goes on in

classrooms, and rigorous, in terms of their intellectual weight and the&?
validity for accreditation purposes. o

Inservice Curriculum Deveiﬂpment
A School-Focused Model

The curriculum is the raison d’etre of schaols Teachers and ad-
miﬁ,iEtratﬁrs dD of course, dr\'mt much time to nthar matters, and
:55 of curriculum,

nec
It ful]()wﬂ thlt curric Ulum deve Iupmt nt Lh(m]d bP hl;,h on the agenda

of any inservice teacher education progrant,
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Much curriculum development 'has arisen in response to a perceived
national néed. What should not be ignored is the desirability of pro-
viding a supportive framework within which teachers gan reflect on
their individual curriculum contexts. Much can be accomplished by
means of cnurses, mnfarancea, semmara, and wcrkshc&ps w1th col- -

Fncused inservice Educatlgﬁ fEﬂELtS a concern W1th partlcular srzhoulg
and their nekds. (“School focused” is used rather than “school based”
because the latter mléht be taken to imply “school located.” Erey,
quently inservice wotk is appropriately located in a school; however,

it might Frultfully be located elsewhere—for example, in a teacher
_center or.a college—and still be school focused.)

A central theme for the professional developihent of a teacher is
curriculum planning. There may be different kinds of emphasis, de-
pending on such factors as the extent to which the curriculum is cen-
trally deterfined and the extent to whjch individual schools and
teachers possess autonomy in curriculum matters. However, all teach-
ers have some degree of freedom with regard to their practice, and they
all must come to terms with the curriculym .implications of a chaﬂging
society. 4 - * : ,

In the Materials for Curriculum Planning Unit of the Schools Cuun—
cil, we have suggested that curriculum planning involves consideration
of -a whole range of questions that are largely derived from or supple-
mentary to three central’questions:’ Why are you changing? Who are
the people involved? What is the nature .of the change? The “Why"’
questions seek to ascertain Her thegmvajemeht (and hence the
level of commitment) stems f educational Teasons, personal/social
reasons, or other reasons (e.g., being press=ganged). The “Who" ques-
tions explore the status and credibility of those initiating, supporting,
and opposing change, focusing attention on those who stand to gain or
lose as a result, The “What"” questions focus on the nature of the cur-
rlculum material—frequently the teacher’s first point of contact with’
change. There is often confusion here because different meanings are’
placed on some of the terms emplnyed Teachers conversing about

“integration” or “team-teaching” or “open education” may have
widely differing images in their minds. The Unit therefore devotes at-
tention to some conceptual clarification, some 5harpemng of the term-

.inology.

Focusing on the “Why” aﬁd ”What” of change, and the context -
within which change is operating, involves the teacher in an arduous,
sometimes threatening, process. However, this involvement is likely

B 1;:
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to lead to an "“extended professional” outlook rather than a “restricted
professional” outlook, and teachers will be involved with curriculum-
making rather thah curriculum-taking. :

To helgﬁ};achez:s in this enterprise, providers of inservice teacher
educatien need to make available a whole variety of knowledge and
skills. The traditional providers in the United Kingdom (e.g., the De-
partment of Education and Science and the universities) have jended
to operate on the principle of offering a menu of courses from which
teachers choose those that most nearly approximate their needs, The
growth and development of local Teachers’ Centres has put more em-
phasis on getting practicing teachers to indicate their wants and needs
and play a part in the design of activities todry-to meet those needs.

The Evplutiﬁn of Teachers Centres in Britain

[t may be Fruitful to consider the evolution of Teachers’ Centres in
Britain, The initial spurt in the growth of Teachers’ Centres was as
part of the Nuffield Foundation mathematics and junior science proj-
ects, which used the Teachers’ Centres as- distributors of project ma-"

- terials to'participating schools, as places where the experiences, of the

teachers could be shared, and as venues for collecting and feeding back
evaluative material to the project teams. Along with this dissemination
function, the Teachers’ Centres organized courses, workshops, semin-
ars, etc. These latter activities stimulated the growth of Teachers’
Centres in different areas because they were not necessarily related to
any particular project and ¢ould be devised to fit the needs of particular
schools and groups of schools, The teachers involved in the Nuffield
Project were almost all from primary schools, and consequently their
curriculum interests went wider than sciences or mathematics. The
existing Teachers” Centres began to be used by these teachers for
sharing ideas about the teaching of reading, for example, and for find-
ing outcabout new kinds of resources that were becoming available. So
most of the early Teachers’ Cenfres that had been established for
mathematics or science became multipurpose in their functions, About
the same time, in areas that did not have Teachers’ Centres, both local
authority officers and teachers saw the potential benefits and began to
establish their own. These Teachers’ Centres were generally multipur-
pose from the outset. :

The latter development, which constituted a second major phase in
the growth of Teachers’ Centres, saw a major shift of emphasis in

\P "
{
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orientation. From a central concern with dissemination of curriculum

materi al me certam natmr\al pm)ects more and more TESE]‘IETS LEﬁ—
l e (Durmg this perujd alsa, Teanhers Centres were a\mwedly set

up for curriculum development, this purpose often being reflected in

the title of the establishment. Most of these Teachers’ Centres, how-

ever, were concerned with the collection and collation—and only some-

tifhes the creation—of resources for particular areas of the gm‘lgulumé)
5

is support was manifested in information, technical servicek, speci--

fic inservice education activities directed at_expressed teacher feeds,

. and the existence of an utral meetmg place where teachers could share

common interests—both professional and social. {(In the inner-city

areas in whiih thé author’s Tea ih(:l’b Centre was located, this support
alsé took the form of an accommodation bureau. New teachers coming

to London for the first time had difficulty ir finding adequate and rea-’
sonably priced places to live.) Some Teachers’ Centres saw this sup’
"portive aspect of their work as necessary hut not sufficient. That is, ,
providing a support system was not enough, but provision of it was a

prerequisite for the involvement of teachers in the agonizing and chal-

lenging process of curriculum change. Indeed, it may be argued that

when new teacher centers are about to be established and they'see their
function largely as curriculim development, t}wey need to ajgcertain

that an adequate support system exists and if not, build one iAto theu‘

activities.

Crudely, then, an evolutionary model may be represented:

Dissemination————3 Support————————3 Curriculum Change

These are, of course, overlapping categories, Under the support provi-
sion, some Teachers’ (_Eﬂtfﬁ'ﬁ would see the social club aspect as very

_important, especially where there is potential for awareness of com-

mon interests, [t may be that in the early growth of Teachers’ Centres
n Britain, because the major function was dissemination of the Nuf-
f"’ld Fo Uﬁdaticm {culum materials, a club-like atmosphere was en-
gendered, arit-it3H¥ been-retained to some degreg.
There were variations in this pattern in that sorme Teachers’ Cent tres

started out by providing information’ and technical services together
w;.th some mservxce t[al nin g courses, ami mﬁved Fr’Dm this tcwafd a

i:(:!rltﬁbutlng to the rmsmg E teach'r mﬂrala From this basei expfﬂ;gx
tions in curriculum change were undertaken, and hence more relevant
and appropriate inservice education and training needs were diagnosed
and provided. It was then possible to identify more adequately those
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needs that could best be met by other agencies—fonexample, LD“ es,
universifies, or the inspectorate. a
Inservice activities, including those aimed at Luf'-fuulum change

have tended to be directed at individuals. For E"(Z]ﬂ‘lp]E ‘teachers me
several schools (perhaps only one or two fram each) rmg,ht consider
new content and new methods in mathematics. There is a need for a
whale school (Qr perhaps a department within a school) view of cur-
iculum matters. Such a.view is more llkelv to arise from a context in

]

which the teachers have been encouraged fo participate in the ;mn;#
tion, design, and execution of their own inservice activity, Such par-
ticipation has been a crucial element in the success of Teachers’ Centres
in Britain. Curriculum developmént acquires a particular force when
the impetus originates in a school and with support from a Teachers’
Centre, say, is focused on that specific school with its peculiarities and
idiosyncracies. Such curriculum development is school focused al-
though it need not always be school located.
Anrexpanded evolutionary framework might now look like this:

Information=————3# Technical Services——— Inservice Education
and Training=——— Club Activities——=—3 Curriculum Development
(ggneral) ———— Curriculum Development (specific)

“This sequence might be typical - -perhaps even desirable—but it should .

not be viewed as hierarchical. All functions are important and should
ide each other. lnde{d many will derive strength from

continue alongs
such juxtapositions. It is also important to see how these functions
complement (or overlap) activities organized by other agencies. Hence
the above framework might be extended to 1jclude ‘Articulation into
Wider Inservice Network.” However, what needs to be retained is the
notion of teacher centers as teacher centered and quickly responsive to
teachers’ needs and wants. The desire to lmk with' other agencies and
institutions must not cause the responsiveness to become embedded in
a mass of Lammlttee structures and mnfultatmns and hence delays in

Building A Network of Providing Agencies
h
There is a need to build up and sustain a network of providing agen-
cies such that teachers may be put in contact with the personnel and
resoufces—Ilocal, regional, or national—that can best cater to their re-
quirements. Although it is tempting (and administratively convenient)

to parcel out different kinds of inservice work to different institutions

3
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(e.g., to have universities deal only with LfEdlt bearing- courses and
teacher centers deal only with practical workshops), benefit is likely to
accrue from some flexibility in procedures. Several Teachers” Centres
in the United Kingdom have been the location for Open University
fed by practicing teachers, attended by practicing teachers,
and eligible for accreditation. In like manner, university personnel may
be able to make a significant contribution to a workshop dealing with
approaches to primary mathematics, for example, or to a 5ChDD1=
focused activity on the planning of an integrated humanities cours

It is within the school itself that the i lissues need to be dmgﬁaqed aﬂd
the necessary resources defined. However, some kind of consultancy
by the providing agencies could be fruitful. [t.seems useful to dis-
tinguish two kinds of consultancv—task consultancy and process con-
sultancy. Task consultancy involves the consultant as a subject-matter
expert, to help with a specific task to which his or her particular knowl-
édge or Expér’tise is directly applicable. Process consultancy involves
critical friend” who reflects back to a

courses stat

ii

a catalyst, a
planmng grnup the essence of their discussions, revealing inconsisten-
cies latent ccmﬂlct‘,, unanswered quu;tmns etc. The consu ultant could
sewhere and assistin free-

ing teachers to work more regularly on curriculum develapment

Such provision could, and should, be only a part of teachers’ tota
inservice experience. They will need different kinds and levels of in-
service gducation-at different stages of their careers (although at every
stage there will be matters of curriculum development that will be of
sigpificance to them). The notion of teachers provided with the means
of professional,renewal, being intellectually stimulated in a supportive
situation that kéep% the Fﬂcus on thé-m as skilled practitioners in the

ahd praulce,“lt mlght al:n lead to th? increment of skill, knowledge,
awareness, and expertise gained from the inservice experience being re-
taj;}}d in the school and not, as now, so often lost from it.
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Models of Multidimerisional
* Curriculum Development
and Inservice Education

David K. Wallace and E. Brooks Smith "’

In the last decade several diffegent ways (models) have developed
~that illustrate the integration of curriculum development ‘and inservice
education. These models also illustrate multidimensional approaches.
In this chapter the models and other approaches that are ;Eprf&d are
draw‘ﬁ me Arnerlgan Jﬂd Ermsh Jettmkﬁ Thert h;ﬁ been Easy ex-
_guage aﬁd <ome common interests. PartlLu]ar prDFE%'z.anal aﬁd pD]ltl 1
idg"’l'pmemg in Britain spawned the “teachers’ centre”’ model, LI‘&\
advisory model, and the Schools Council curriculum development
model. Enthusiasts of open-concept ideas in the United States and
elsewhere latched on to the “teachers’ centre” and advisory models
b(;gaust thev seemed to offer a means to implement curriculums. Also,
the models put the teacher in the center @F the action, which was con-
sistent with the tenor of the times as teachers and teacher ofganiza-

tions began to exert more influence on d cision- makmh
At the same time American supervisory groups were busy redefin-
g the role of supervisors and curriculum d1re;tms toward consulting
and facilitating roles. M ost of the big federal programs of the last
'Eiadé provided for consortia and networks that included teachers
working with community representatives, and sometimes student
representatives, as a response to the cry for participatory democracy.
“Continuing teacher eddcation” and “professional development”

-
1 Wallace and Smith wrote, paraphrased, condensed, and edited the material
||'| thl‘ fh1pt€r A[lthi]r1 I’f it |t§f|ﬂ! oan ¥\’}'\llh th(\" l1 ave dr1\'€n Arg 1[kﬂﬂ\v]fdgfd

in ]pprépnatt PIJLE‘ ¥
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112 CURRICULUM DEVEL C;FMENT‘ AND INSERVICE EDUCATION
evolved as concepts to respond to pressures being placed on schools
and teachers to add this or that new emphasis to curriculum and
instruction. As teachers gained new political power through collec-
-tive bargaining, they demanded to be put in the center of the curricu-
lum development arena and to be given the time and resources to

" make curriculums relevant to their own and stuéents néeds. Naturally,
field-based and locally focused programs of Anservice curriculum de-
velopment became the means for involving teachers and %tudents on
site. ‘ : ’ :

The fc:l]nwmg descriptions of models begin WIth programs as they
exist in local schools. Later in the chapter there are more generalized

descriptions of such models as teacher centers and ‘advisory ap-
proaches. @

i

-~

A Dialectical Model for Curriculum Development
Involving Child Learners, Teachers, and Researchers -

:—a,&!Craig 5. O’Connell

Curriculum emanates from the needs and interests of the learner
and is developed by the teacher in dialogue with the learner. “Au-
thentic education is not carried on by ‘A’ for ‘B, or by ‘A’ about ‘B,
but rather by "AJ with ‘B’ " (Freire, 1970, p. 82). Curriculum develop-
ment is, thern, a dialectical process—the .elaboration of the structure
of thought of the learner and teacher in dialogue with one another and
in interaction with the world about them.

There are three important considerations here. First, qLIItE often the
content of commercially designed curriculum is unrelated to an under-
standing of the thought development (and culture) of the student.
The dialectical model, by contrast, implies a blending of “children’s
exploratory thinking with a coherent body of knowledge” (Landrum,
71976, p. 37). Further, it holds that thought and action are equally”
important sources of knowledge and are interdependent influences on
hum®%n growth. .

Second, a basic assumption postulates the teacher as a learner and
the learner as a teachgr. Teachers who work on questions &f develop-
mental theory can learn much from their pra.}hce with the student.
Sur:h effort can never be imposed; teachers mist discover for them-

Li!
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selves that they can learn from their students. In addition, students,
in dialogue with one another, are often the best teachers.

Third, curriculum development cannot be separated from curricu--
lum content, for the latter is not properly a static concept. Colleges
of education and schools often transmit myths to the contrary, mak=
ing teachers the agent of someone else’s design and expecting st}dents
to become the repository of a reality that is motionless, statif, com-
partmentalized, and predictable (Freire, 1970, p. 57). Freire called this
the “banking-concept” of "education. It minimizes the teacher’s and
learner’s development of the critical consciousness by which pegple
transform their world. Certainly teachers must think more r:r’iti‘ally
about the nature of their work (politically, economically, culturally,

are asked to teach, and the pedagogy they are asked to adopt. Ques-
tions must be raised, models must be demonstrated, and alternatives
must be made available. Teachers must participate on every level.

*

An Example of the Dialectical Model

==For four vears a group of classroom teachers and researchers in

New Haven, Connecticut, developed a social science curriculum with
and for 8- to 10-year-old children.'* Piaget maintains that around age’
7, children enter a stage of “concrete operations.” In effect the child
begins to become capable of manipulating logical constructs and for-
mulating a world view. We in the group understood our task to be
elaborating the child’s conceptions rather than imposing our adult
world view on the child. Through the accumulation of data from
classroom observations, discussions, and Plagetian clinical interviews,
we attempted to understand the child’s knowledge, réasanirgg, topics
of interest, and questions. From here our group arrived at a peda-
gogical strategy that exposed children to a body of knowledge and
challenged their critical thinking. We succeeded in exposing the chik-
dren to knowledge basic to the fields of astronomy, world physical
geography, zoology, and physical anthropology without imposing our
thought forms on them. Our task was to engage children in critical
observation, in constructing representational forms, in participating
in structured and. unstructured dialogue with one another, and in
focusing on their own questions and problems. Among the questions

=3

4 The author was a teacher-member of this group. The project is_described

more fully by Landrum (1975).

® ],‘

-
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that intrigued many 8-year-olds were: Why does the moon follow you
when you walk? Why does the sun shine? Why do apes look like peo-,
ple? Whige did the earth flome from? How do volcanos Erupt? The
curriculum became a dnléf al process for the children, as the follow

ing example illustrates.

Arriving at school one bright morning, one of my third graders
noticed that the moon was still out. All the*other children ran to see.
This Dbser\fatlgn contradicted their world view. | showed them how
to use the telescope in our classroom, and for one solid hour we all
watched the moon “go down.” The discussion that.followed indicated
that the children’s minds were now working to synthesize this new.
piece of information. For weeks later the children devoured the printed
materials on astronomy in the classroom.

Teachers also worked through their own states of cognitive develop-
ment. For example, before I could abstractly understapd the celestial

'mech’nicé‘. ilF rE\?DlutiGn and totation, [ had to manipu]ate repreqenta—

of LQﬁLTEtE DpEf-lt!QﬂS, Nﬁ amount of [eadmg, drawmg, or talkmg
could have brought me to the same understanding of celestial me-
chanics. Only after L-EEE ized this fact could [ and éther teachers break
through our school-trained provincialism. We began to read Piaget and
Bruner on child development theory I met with astronomers and
anthropc]@glft? My creative desires to learn what [ could were
génuinély sparked And I was the teacher'

ers cc’ﬂlabmated tg u:!]lect and 51ft thmugh the data me the clas%

rooms. As we received and analyzed new pieces of information from

EESSGZFS talking with children, and classroom teachers theorizing
out plate tectonics or cartography. The research team wffered teach-
ers ways of understanding child development and a language to con-

' Leptuallze ar\d dESLrle tfu:lr wnrk T}‘\E Lapauty of chl]dren to under—

teachers and re&earah&r:% alnke;

 This kind of collaborative effort, which cmerges from the classroom
and re%péct' the ri-ghtq md thinking oF the chi]dréﬁ, can be an au-
matély a crmque Gf any LUFI’ILU]LITﬂ pFDjECt or mndel nF Lurruulum
development and inservice training must ask a number of questions



O

ERIC

Aruitoxt provided by Eic:

)

[
—
n

MODELS

that are raised by the dialectical model:

* To what extent does the learner participate in the development of
the curriculum? Are the strengths and values of the learner recog-
nized?

# To what extent does the classroom teacher participate in the devel-
opment of the curriculum? What are the constraints? Are the”
strengths of the teacher recognized? Has the program been imposed
on teachers? 6

® What is the cultural and aesthetic value of the project?

* To what extent does the project contribute to the growth and critical
development of the learner and the teacher?

® What are the ultimate goals of the research and the curriculum, and
in whose interests will they be used?

References
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Carol Newman

- Over the years the meaning of the term “curriculum” seems to
have shifted back and forth from predetermined courses of study or

bodies of knowledge to personal interests and experiences brought to
school by each student. From my experience as a learner, teacher, and
resource person, curriculum does not rest exclusively in either area.
Instead, curriculum incorporates all the learning experiences and in-
teractions, ideas and interests, and the many other planned and un-
planned aspects of schooling. Anything that transpires within, or
as an extension of, the school .has the p@teStial to be part of-a formal
or informal curriculum. Curriculum inclu
and processes, all on an integrated basis, and ideally it pursu%s them
through a personal process of inguiry. '

Derived from _this definition of curriculum, curriculum devel-

des people, places, things,
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léarning styles, values, and perceptions together with areas of knowl-
edge, skills," and materials.- Through this designing process the why,
what, and how of learning are explored and planned.

The Importance of the Experience '
, , . » ; +
Although the designing process may result in a useful product—
a curriculum guide or program of some sort—often too much atten-

"tion is paid to the curriculum itself and not enough to the learning that

results from the experience of developing the curriculum. This ex-
perience has long-lasting and transferable meaning. Curriculum plans
and guides often carry the most value for the individuals involved in

‘%EVEIDPng them. For the teacher who uses a curriculurg but is not in-

olved in its development, a sense of ownership evolves only when
that teacher alters or adapts the curriculum to meet the needs of the

“individual situation. Meaningful curriculum development requires per-

sonal tgiloring. ‘
Personal tailoring is also a key ingredient for inservice education

* that promotes teacher growth and development. Inservice education

should enhance teachers’ inttractions by involving teachers as both
learners and .teachers. This involvement should be designéd with and
by teachers; it should not be done “to” them! As with curriculum

interests.

A;l}eacher Center Model for Personalizing

Curriculum Development

With this perspective [ will describe the efforts of the Charlotte-
Mecklenburg -Teaching/Learnipg Center to engage teachers in cur-
riculum development. At the Center our energies focus on creating
an informal and rich environment that encourages growth andtshar-

terms of their perceived needs and interests. Qur services are geared
to the “whole” teacher, on both a professional and personal level.
Throughout our interactions we refqté to teachers in a way that is
consistent with how we hope they will_relate to their students: We
realize that in many respects we are modelidg an approach to learning.
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* The Center includes programs and resources that range from work-
shops (such as Self-Esteeyr Readmg in the Corttent Area, Exploring
Nature Tfails,» uppetry; - aﬁd Swap Sl’?ps) facilities for designing
materials, displays, audmwsual Eqmpment and a recycling corner, to
human relationsftrainin g, counseling services, and support groups.
Each of these resdurces can be viewed and used as a starting point for

i -

b .
curriculum development. %

Teachers are gctwely mvnlved in the adnﬂtles DF tl‘\E (_enter We

demunstrate mterest Dur fum:tn:m is not to crffer mstsmt or packaged

-stxlutu:ms, but nghér to explme exterlsmns :md pDSSlbllltlES tggethgr

%ur;es that hB or §he brmgs tD the qltuatmn .

To insure direct teacher input into the environment, resources, and,
program plannmg of the Center, we are dé)@lﬂplﬂg area Teachers’
Adwscxfy Gr@ups Thmugh them we w1ll anter and f.upp(jrt teacher

Currlgulum de\felgpmezﬁ evalves 5radually and in d,lfferent ways.
As a result of various workshops. & teacher may want to develop
activities in science or self-esteem. A high school staEA@ayfbe in-
terested in creating a curriculum that. makes use of community re-
sources. Another teacher may request help in extending the block
corner in his classroom. Someone elsé may be interested u§fmdmg
ways of integrating students’ interests into the curriculum,

Qur appmad% to any such request includes an empha'ﬂq on joint
problem-solving, active participation, and involvement of the individ-
uals who will be affeited by a particular decision. Whenever possible,
students are included in planning, developing, and evaluating rather
than simply being involved in the implententation. Too often cyrricu-
lum is created without input from the very people for whom it is meant.

Ex’ampleé of the Personalized Model at Work

to develop LLl[IlCLllle,; For the kmdergarten teacher whD waﬁted tr_l
extend the block corner, we started with a brainstorming process that
can also be used with students. The brainstorming focused on ways
of working with blocks, other materials that might be incorporated
into the block corner, and ways of integrating blocks with other areas.

All of this led to a flowchart, a way GF,Qrgamzlg?asg We then turned

1Y
. l T
=
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to specifi¢ learning strategies, timing, room arrangement, management,

" outside resources, and ultimately some means of evalu ting the ex-
periences. We viewed some filmistrips that explored the mi* uses.and

- potential of working with blocks; this activity led to further discussion.
In addition, the Center stalf suggested a visit and meeting with a teach-

,er who had developed and extended experiences for the block area in

“his claséroom. : R .
y-worked with'a tedm of thiée:

’teather's who wanted to explore ways of inte rating English, history,
and outdoor skills while drawing on and visitit
After 'an_initial planning session, the teacher$ decided ta begin with
some -group-building, We then examined siident expectations, stu- -
work, we looked at the,topic that wauld serve as the focal point—the. '
. Great Depression of the 1930s. We recalled an outdoor skills work-
-shop .we. had previously been involved in that ircluded. a city search.
s i . P i, B - . - < . T . s
- Drawing or that experience; we each éevel@ped a list of\possible ex-
. the topic Betause we each approached the topic from a diffécent per-
Sfock Exchange, mbgnksfc:ammﬁhity“ people who lived through -the.
’/éq‘ﬁerience_,— a flea market, and:several other places. ;
more information. We had to do more of our own exploring and dis-
cussing in order to finalize our plahs. We needed student input- What
How could we make the éxperigncgﬁ%‘—ng the 1930s come alive? Whakes
relationships could they draw betweeh ‘the 1930s and the. 197057 -
w N the city? There were many questigns we still needed to answer and
“several areas that still needed planning. But we had made some ini-
teachers and the students® - A :
‘A third type of curriculum development in which we have been
foreign languages; social studies, and home economics. The effort
began with the home economics resource teacher and me exploring the

At the secondary level we FECE:‘!H

y comrrunity resources.

dent needs, and student strengths. Using this information as a frame-
periences that would use city resurces and at the same tilge relate to
spective, we ended. up*withta’good blend of experiences—visit™to the

; The next sfep ‘was a_designing process, In some argas we néeded
did they already know abeut the topic? What did they want to know?
How would they share their experiences after Visiting different places
tial steps ih devetoping a‘cdrriculum that teﬂ}egteﬁ the needs of the
involved is interdisciplinary, drawing together resource tgachers in

possibilities of a Center workshop onmfdods of different cultures. As
we discussed the different aspects of the countries and cultures we
might include in the workshop, it seemed natural to involve the social
studies resource teacher. Then as we started naming different foods

ERIC
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“sense Ea involve the FQrEngn ]aﬁguage Jesource teac:h r.also. We thus
;:mﬂved from a singular approach to a subject area to a naturally in-
, tegr’é'ted appmach that E)iplﬂl'éd many Fa::ets DF the learﬂiﬁg expe-

s‘igxt anc{ i’ ,éﬂnectmn thh ather areas that it affects and by which
it is affected. A team of teachers and Enmmumty people led each

- workshop session and coordinated the experience in a way that in-

‘ ﬁted r:mjkmg, language -social customs, and history. Our title for the

“‘workshop was “‘Cultures, Customs, aﬂéfjmsmé of Five Countries, or
'Eat Your Way Around the World!” .

SDmEhmes an ldea Far currmulum stems me certain maténal in

~.some bea\it;[:ul colored strips aF blanket bmdmg In the next bm there

. were some ‘wood scraps. Suddenly it all clicked and the idea of con-
§truchng a loom was on its way. From that initial project this teacher’s
class became iriterested and involved in different types of weaviihg with
a variety of différent'materials.

CDHEFE{E mate i ls a demre tm help students fike next steps, and
resourcés—these are
some of our stlmuh for Cl_ll'fl(,uluﬁ’l develapment!_ Regardless of the
impetus, we try to keep teachers open to and aware of both affective
and cognitive needs. Similarly we encourage and maintain a focus on
both process skills and content areas. Just as the Center tries to re- -
spond to the whole teacher, our approach to’clirriculum development
includes mgeting the needs of the whole student.

3

™

,

: Clnsmg the Preservice-Inservice Gap:’ .
A Collaborative Model for Curriculum and - -
Instructional Development on Site

E. Brooks Smith and David K. Wallace g

i

by LDmblﬁlﬂE preservice :md inservice teacher Edumtxcm ar\d bulldmg
the program arbund curriculum development on site. Collaboration
between the teacher training institution, the school system, teacher
organizations, and community becdfes a mm{la for bringing the uni-,

o
i wj\
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versity on. site to work with sehool pEISGﬁﬁEl and a local communit

toward curriculum goals they define. Faeulty agree voluntarily to clds-

ter,and organize themselves to advance certain edudational goals. The

F owing goals were developed by a steering committee representing
e above professional groups: -

-® to create instruction for children and young people that will advance
their learning in whatever areas the teacher and his or her consor-
tium colleagues choose to work; .

*to work’ toward new curriculum modules by m]er:tmg new neede
into present curriculum designs; -

® o give e::penem:ed teachers on-the-job eppertumhes to work on
their own instructional planning and curriculum- -making with the
assistance of a resident service team of specialists. The education
student initially assists'the teacher and later stands in for. the teacher
1 her attends seminars or

the service team;

workshéps or works on individual projects v
* to give university facultyand school district staff opporturiities to
work in realistic school sditings with teachers on curriculum and
, instructional development, proposing, testing, and refm‘mulatmg
 strategies and designs;

®* to give novice teec ers (eclu’eeticm étudents, studeﬁt teael\ers and’

teachers wl'm are warl-cmg on their professional de\selepment by im-
proving instruction in their classrooms. FThe novice teachers learn_ .
tl'\e Process aF metmctmnal 1mprevement as pert DE leammg to teex:l\

pamon seminars (the same as thc:se oFFered to teaeh,gre), and through
individual projects with the service team.

. Structure: An Operational Illustration

volved in one or eventually in all th_ree if they w;sh! They becarne
involved in the stages consecutively.

Stage 1: Instructional Innovation (one or two terms before being in-

- terspersed with Stage 2)
Six to twelve student teachers are assigned to a school or a geo-
graphical cluster of two schools in which 6-12 teachers have volun-
teered to work for a quarter on improving their classroom instruction

2

and to wotk with an education student for that time. A college faculty .

i L.
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onsultant are assigned to work with the

ucat;on studgnts and the inservice teachers. The college faculty
member gets credit toward his or her teaching load (one teaching
hour per two or three education students). ' Typically, senior faculty
would devote five teaching-load hours' (one-half load) to this work,

The school district consultant is assigned as part of his or her super-
‘visory load to work with the teachers in the field. A'local school dis-

ict, curriculum staff member and the school principal may chm the

- ‘team. .

The instructional team lmﬂudes the -experienced teacher and the
education student. The student serves as an assistant teacher, learning .
to teach while co-teaching wi h the experienced teacher. They plan
and teach together, basing somé of their instruction on experimental
plans developed with the service team. . v

The service team includes the Enllege faculty member and the school
district consultant. They “live in” the. school one full day every week
for the term, following initial orientation meetings when the teachers
describe needs and formulate objectives for instructional improve-
ment. They work with the teachers and education students in planning
and developing resources and evaluation techniques through seminars,
workshops, a individual conferences. They share equally in plan-
ning, instructifl, and supervision of all aspects of the project. -

A typical sciillule for the service team’s day in the school is:
8:30 am.-

4 a.m. Teachers and education studeKts go over
plans for the day and get youngsters started
- ¢ on their work. - .

9:15 am.-11:15a.m. _ Teachers meet in seminar, warkshap, or
independent-study situations to work on
their improvement plans with the service
team. Education students teach independent-
ly in the classroom. The college faculty
member may use some of"the morning time
to visit the classrooms where education stu-
dents are teaching.' He or she will also join

*  the school district consultant in the latter’s
work with the teachers.
11:30 am.- 1:30 p.m. A seminar is held for education students.
(or after school) The same topics, {eacﬁhing ideas, and ap-
: -proaches as those bn the teachers’ agenda
are discussed and shared. This activity may
. be alternated’ with individual student con-
ferencgs every secand or third weeﬂk.

e ) ’ "

S
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Shge 2: Evnlving Curriculuri Developmeit (one nl‘n terms fol-
lowing _Stage 1 or interspersed wﬂh Stage 1 over a school
g
' Education students are deplnyed in the same clusters and ‘with the
- same teachers. (The students may bedifferent each term.) The empha-
. sis in Stage 2 is to extend curriculun n plans and devel@p resources
for sustaining the innovative thrists of Stage 1. The teacher seminar
_time i} used to describe long-range goals and immediate objectives,
conceptual frameworks, process goals, instructional strategies, and as-
3 sessment techniques. General outlines and sample resource studies or
umts are generated, and resulting instructional modules are tested and
sredone. The service team works thh teachers and education ‘students
in the classroom during the morning and afternoon: A student semi-
nar is held over the noon hour; Teafhers wishing graduate credit for
their work take a Curriculum Development. Practicum for one or two -
terms at Wayne State University or another local-institation.

Stage 3: Curriculum and Instructional Resear¢h fnne or two addi-
tional years on campus for tea.cﬁers mshmg to bring thls
focus into their careers)

' Dunrlg Stages 1 and 2, teachers may be engaged in a master’s de-
gree program and the courses Field Study and Curriculum Research
may be applicable to their program with the apprnval of their advisor.
Stage 3 is available to those teachers who wish to become candidates .
for the specialist certificate or the doctoral degree in teacher educa-

tion o educanonal leadershlp They are Exper:ted to continue their field

on campusi Teachers in t}us ,stage may bemme Sponsars Far praba-
tionary teachers and/or interns in their local districts, or they may
become curriculum consultants in local or intermediate school districts,

Methods: Modeling in Inservice Education

When inservice programs are responsive to teacher needs and give
teachers learriing experiences that are models of desired outcomes, the-
result can be teachers who have experienced decision-making about

~ their own curriculum and who have experienced learning as they want
‘to have children experience learning (see Figure 4). Then teachers will
feel more at: ease and competent in making clagsroom curriculum de-
cisions and be more sensitive to what happens to children as learners

(Davidson, 1977).
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. El;iirz.d. Factors That Hﬂde’l Teacher and Student Programs

r

Use in trm;tmnal
strategies and techniques
that are consistent with
the strategies teachers
are to use with children.

Preservice-

Are based on, and lgﬂ.;si

L on, identified needs of

teachers, just as teachers
are to base program on
student needs: <

Inservice
" Programs
on 5ite

Provide a learning
environment

fike that which teachers are
tn prmﬂde for chl]dren

Help teachers interact
in the style that they are to
use in interacting with

‘children. ~

Examples of Modeling Methods for Teachers

‘A university or school inservice course ire methods for open-plan
education can be structured to use learning centers with actixity cards
and short contracts. The centers may deal with criteria for insuring
that learning experiences of quality result from this particuldr meth-

odolcgy They may also involve teacl

ers in- developrﬂent of appro-

““priate hands-on and experimental-materials in various content fields
and acrosg-subject areas that suit a center format. Then the open-
mqmry appmaﬁh perimeates the mserwce mstruttmn

data, and reaLa in sociocultural or mstltutmnal envxronments for use
in social studies teaching can be modeled rather than merely being
described. The leader locates the workshop in an environment new to
the teachers; divides them into small mvestxgatwe teams, giving each
team a polaroid camera, a tape recorder, and a “freasure hunt” map;
sends them out to discover what is going on in this new environment;
and then holds a debriefing session for the teZms to present what they
found and discuss with the other teams what their fmdmgs signify.

Advantages

Themain advantages of this model are: °

.

o*

® Novice teachers work with experienced teachers oh innovation and
improvement and see new ideas being put into action in realistic

settings.

® Experienced teachers are given assistance and time for innovative

‘lr),:‘ &
N

.
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planning and teaching with resources from “both thé icnllegg and °
school district. e

. ® College faculty learn to work with realmés, and school persannel see
theory put to work through their own effoys. :

® Youngsters (and this has already been substanhated in research— .
see Lowichek, 1975) learn more and gain in ati‘uevem it while the
service team and education students are in the school.4_

. *° . Relerences ,

=%

odeling in inservice experiences, or Do as I do. Paper pre-

Da\nd;ﬂn . Thomas. }
sented at the annua
Egbmafy 1977,

From the Bottom Up: A Proposed Model for
Sustaining Support, Motivation, and Leadership in
Curriculum Develapment

Harry B. Pawell

In Britain the Schools Council is the national body responsible
for curriculum development. Although the thoughts set out below
suggest the need for a change in the way in which that body operates,
they can also be seen as a recognition of the need for such a cen-
tral body in any educational system. Colleagues who visit schools
extensively often make the point that the products of national curricu-

;lum develapment pm)e:ts are not very vamus in sc:hcmls Perhaps

. :semmate the pmduzts, the curnculum devel:::pment pracess iteelf has
not been widely disseminated. Does this mean that national.projects
. are not seen by teatBers as relevar\t or that curnculum develupment as

an mtegral part of the day- tn—day wcfk of the teacher? If nut why
not? It is certamly not the fault uE the teachers, but rather DF the way

meeting of the Association of Teacher Educators, Atlanta, *
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the hub of, the curriculum development, wheel dispatching ideas and
activities along the spokes to teachers perched, anxiously waiting, on
the rim, is conveniently comforting, but dangerously delusfve. The
image that is more hkely to become a reality is one of movement from
school and localized szt:uatmns where need and feasibility have been
established with conviction logg before any movement takes place in
the other direction. The credibility of any regional or national curricu-
lum development body depends entirely on a genuine view of suppor-
tive partnership being held by all concerned in the educational venture.

Limitations of the National Project Team Iﬁndel

The assertion made above gthat _the products of national projects
have been disseminated rather than\the pmcess was meant to 1mply ’
that there is a great deal to be learne
The typical model of a national prolect is that c\f an ldea fcu' a pm]ect
being presented to a committee répresenting various interests within
education. More often tham not,/the idea is that of a small group of
people, and it is presented by the probable director of the project. The
question of its feasibility, or of its being a response to the perceived
needs of teachers, is often the subject of project activity, and is left to
the judgment of the committee consideting the funding of the project.
If the pn:)ect is Funded a small team GE three or Faur rnéilbers comes

teacher gmups these aften have ta be acqmred on the ]Db In ‘addi-
tion, the team is often on a tight budget, working within a limited
time scale covering vast distances (in order to. involve peaple in dif-
ferent parts of the country), and so expending precious energy and
resources on travel. The project might typically become involved with
20-40 schools throughout the country. The view of the activity from
these trial schools is valuable. Frequently the teachers concerned with
the project have not been involved in a similar type of activity before,
their contacts with project staff and other trial schools are very limited,
and much depends on their ability to interpret the requirements of
the project. There s evidence to suggest that these interpretations
vary conﬁldgrably from school to school. Such variations have to be
seen against the background-of a comparatively tiny group of trial
schools and thus a tiny group of trial teachers. A number of questions

.have to be asked about such=work. The questions follow, along w1th

my answers to them.

N
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®* Do pmject staff nggd traming to a:qmre the skx]ls that they will need -:
in: working with teachér jgroups, and that are not directly related
to the subject of the project? van::usly the“y do, .

‘ able to generahze rEsults? Hﬂrw much more sig 'Etant fnr thl A
- are the results me school B, 100 mﬂes away, than thnse Fram

a sgmewhat larger pmjéft team and tnal s:hmli graup mlght be .
needed. :

® Who appears to-benefit most from this type of project? Predictably,

- and ‘almost exclusively, the gains are to the project team and trial
teachers, These beneﬁts accrue as the result r_':f thex nvnlvemen,t in

offefed by calleagues and pm]er:t “staff thmughnut a difﬁc‘ult permd
of change and adjustment,

® Does the curriculum development habit remain after the project
ends? Often, both regrettably and understandably, it does not.

®* Does a national curriculum development project identify the real
* needs of the schools? This has to be felated ot only to the “take

ap” of project materials, but also to the use being made of those
matenﬂs n sthmls

A Self-Perpetuating Curriculum Development Scheme,
: Locally Focused

If there is any substance to the questions and answers suggested
above and the assertions made earlier, one has to conclude that curric-
ulum development i is hard work, requiring the acquisition of new skills
and extra resources, sustained over a long period of time. This con-
clusion certainly implies the presence of consistent and readily avail-
able support and leadership. Considerations such as the relevance of
the activity to one’s own teaching situation, the children in one’s class
or school, the available resources, the skills and needs ‘of teaching
staff—all suggest an examination of the forces that motivate teachers
to involve themselves in what is an extremely time-consuming and
fatiguing activity. Indeed, unless curriculum development becomes
self-perpetuating, in the sense that it is the best possible way of cop-

1?4
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! iﬂg with the day-to-day needs of the school and 'thessystem dsa whale,

it will be seen.as a bandwagon going nowhere, drawn by inappropri-
Wl passengered by professional expedients. Al-
g of national curriculum development at-
tracts and motivates mmyeaergebc teachers to become involved, they
are not a significant eﬁaugh proportion of the total teaching force.
All of this argues_for a much greater ‘emphasis and focus onthe

im:al situation. In Britain we have focused far too much on curriculum

develcpment at the national level. If it is acceptable that the very na-

. _ture of a realistic curriculum development activity is localized— _fitting

the needs of thlld:én, teachers, and the community—then the support
and leadership ust be soughE encouraged, and provided at the local
level, inside and as a part of every school. Furthermore, motivation
must be prmﬂded at the same level by forgmg a strcmg Il.I'Lk, between '

dxscussedistaf;f devglgprnent pmgrarni

' " ) Staff Development far Curriculum Dgyélgpment

Such a staff development program would aim to ensure that at every
stage in their career, teachers can obtain relevant experience and train-
ing appropriate to-that stage. Experience in leadership and support
would be associated with the curriculum development process, .and
ultimate responSIblhty for running schools would be given to the
teachers with proven ability to carry colleagues with them in tackling
problems that are central to fostering quality in education. This proc-

ess of training and selection (at best, self-selection) throughout a -

) L. o . . . .
. teacher’s career miist be used to energize and motivate the curriculum

development process and to offer consistent support to the teachers
involved. It must train for and identify curriculum leadership so that,
in turn, the work of schools is fed by the involvement of teachers in
the staff development program. This essentially localized activity
wauld ldentlfy the need for wDrl-c at a natmnal level by a process of
make teachers more aware DE the lmphcatmns of natlonal re,sear&;;
and it would establish a network of professional friends and expe- -
rienced leaders thrnugh whom national curriculum development could
be sustained.

If a staf development program is to achieve these objectives, we
must identify the skills and experience needed for this type of leader-
ship so that both can be built into every stage or activity. The required
skills and experience fall into two broad categories. First, the unique

| ry
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characteristic of a school is that it is a place where learning is struc-
tured, and -this structuring is the definition of curriculum, Thus,,we
must posit as_an essential career requirement as wide as possible a

knmirledge of the curriculum. Ulhrnately choices have to be made from
a range of possibilities. The establishment of acceptable criteria for
ma}:ing c}mices ﬂbviﬁu§ly' dependé‘bn a wide knowledge and expe-

Jesources a,nd techmques that are vaxlable, ami all the prachcal
d;ffi(;ultles that are involved in 1mpl€mentatmn Second, any devel- :
opment is often the story of individuals who can make things work.
Thus, a patenhal leader in educahon (as elsewhere) must be able to

hvatmg others is Essentxal at every stage in an ambltmus teacber
career, if only to establish his r her own shortcomings. National proj-
ects have much to teach us about this abilxty to bring about changes in
attitude—to get individuals to-make personal commitments to causes
and then to ensure that they become part of a network of mutual sup-
port. These afe skills that teachers should be encouraged and allawzd
to practlce in pragfesswély more demanding situations. &
Tn summarize so far, first, there shgu}d be a tnmplementary rela=_

fnent Second the movement of ideas and actlv;ty must be frDrn local
to regional to national levels before movement takes place in the other.
direction; realistic regional or national activity depends on a well-

- established local foundation. Third, the energy to sustain local curricu-

- lum development activity comé® from the involvement of ambitious
teachers*in an overt staff development. program (which is the network
through which other levels operate). Fourth, the concepts that are
fundamental to establishing such a program are personal professional
development and school-focused inservice education—that is, inserv-
ice education that meets the perceived needs of a school and_has real

"payoff. Finally, this kind of organized curriculum development would

cost less than present arrangements, not more.

School Clusters with Working Parties Assigned to -
Curnculum Development Projects
Let us look at how the above scheme might wc!rkput in practice.
in our Exarnple we wﬂl use the Eritish primary schrmls that 15, sc‘hc:ﬂls'
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First, we must identify a unit mth whu:h to work, Fout o five pri-.

 mary schools that feed into a 'secondary school would. make a manage-

able unit. We will call that unit a catchment -area,. e individual
school is not the best place to begin because of the possible gains from.
generalizing on the experience of a wider group of teachers and": ak—" -
ing the best possible use of the talents that exist within the catchment
area. This point will be referred to again later. .

. The headteachers (principals) and teacher representatives of the

- 's:hp}ﬂs would meet: to identify the inservice needs of the area. (Al-

hough in Britain each school has the freedom to draw up its own
curriculum, a consensus on a curriculum model should be possible.)
To start, the group would agree on the curriculum areas to be dealt
with, such as language, mathematics, discovery work, and aesthetics.
Thls graup of eadteaﬂhers and teax:her representatwes would be con-
EEt as an inservice steermg gﬁ:up for the remamder Df the actw;t;es
A catchment-area working party would be set up in each curricu-
*lum area and be-briefed by the inservice steering group. Each school
would have'one teacher representative on each working party. The
representative wnuld probably have a curriculum responsibility in
his or her own school that reflected the work of the’ working party.
The charge to Each workmg party would probabily be to carry wut a
survey of work within catchment-area; schools in the designated cur-
riculum area; to report on good practice; to report on resources in use;
and to mrake recommendations on the possible development of that
particular area, including the inservice education that might be nec-
essary.
Each working party would develop its own particular strategy. In
a working party on aesthetics, for example, early discussion might
focus on what was taking place in the schaals that shculd come undeir

happemng There wguld be a préhmmary sharing DF views on aims
and objegtives and a decision on whether or not to report these to the
inservice steering group. Then the working party would decide what
was to be surveyed, possibly making out a checklist and arranging
monitoring visits between schools to ensure that working party mem-
bers ‘were looking for the same things. The: wgrkmg party would also
fix a target date for completion of the survey.

Each working party member would return to his or her school and
involve the whole staff in a discussion so that all teachers could be
made aware éf the ébier;tives of Ehe survey and beccrﬂe actively in-

1
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-view of 1tself to be shared thh ather schaols Dependmg on the size

of the school, a working group might be set up within it to assist

its representative. A good deal of in- -school activity would” “probably -

occur, and the skills of the working party member would be ‘extended
to the full in generalizing the skills, talents, and good practice within
the school, as well as in establishing in the minds of teachers the need
for a curriculum development cycle. The school’s representative would
eventually take back answers to the warkmg -party’s—gdbstions, in-
formation on good practice, possibly ‘some case studiés, information
arising from a disc¢ussion GF what might be as well as what is, and a
fairly clear picture of the school’s needs. )

When each school’s findings were brought back to the working
party, an attempt would be made to identify areas of similarity and
difference. The good practice identified within the catchment area
would also identify the most credible curricufum leaders, and a valu-
able layer of ‘activity could be developed by the ekchange of strengths
of individual schools. In.the case of-aesthetics, individual schools
might have gifted musicians, sculptors, painters, dancers, etc., who
would be readily accepted at other schools.*The same would bE true
of fresources.

The working party wculd then addreg: the last part of its charge—
to recothmend likely or possible developments within the catchment
area. Members of the wcfkmg party would have shared their dis-
cussions with teachers in their own schools and would therefore all
have a starting point. Their exchange might not uncover all the pos-
sible alternatives, and they might well want to consult experts out-
side their own schools before writing their recommendations, The
recommendations might be for forms of inservice work to be devel-
aped; for help in assessment of children or the further evaluation of
work in schools; for exhibits of resources; or for the setting up of a
curriculum dEVEprm nt pmjecf within the catchment area, as Cﬁciated

schx:nlﬁ under the direction of someone. w1th the necessary skills and
expertise from an advisory or university staff.

Based on the working party’s report, the inservice steering group
would décide on priorities and any subsequent action, importing ex-
perts and advice when necessary: It would also feed its thoughts up-
ward into the system so that the gifts and talents from within its own

“schools would be more widely used, if needed, and so that the particu:
lar curriculum development needs of its schools would be matched -

.1_ G
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aga.instfhe needs. of other s;:huols In this way curnculum develop- -

" ment project research on a regional or national level would be in-
formed. by the-clearly identified needs of the schools themselves. If . -

agnaugh similar requests emerged, the ‘action required could be taken
Toare "confidently, As an éxample, if enough teacher working parties .
on hesthetics expressed concern about the lack of work in this area
of ‘the curriculum, a regional or national project might be developed .

" _to assess children’s progress in a range of aesthetic activities.

Whatéver work was commissioned by the inservice steering group
would be monitored and fed into schools by the working party mem-
bers concerned, and queshﬁns of mtegratmn of sublect mattgr wauld
be considered. :

The staff’s review of the school’s practice must be seen as an essen-
tial part of the cycle of activity within each schools; it Wnuld reflect

“and sustain the activities of the group of schools while- 4dentifying
“the peculiar needs of.each individual schnolrneeds that would be
catered to individually at thé school level. -

A great deal has been, a(:cofnpllshed by many national curriculum
development projects, often in spite of great difficulties and as a re-

* sult of individual dedication. Regrettably most teachers still see such

éevﬂopments happening at some distance, and as something done to
them rather than by them. The thoughts and ideas above suggest a
means of reversing these impressions, justifying and describing a cur-
riculurﬂ movement built up Emm pmfessmnal grass runts, sustamed

schools are all abuut *";

Preservnce-lnserv;ce Curnculum Development with
Teachers

Masha K. Rudman and R. Mason Bunker T

"

* The Integrated Day Teacher Education Program at the University
of Massachusetts, Amherst, is based” on the advisory model. Provi-
sion is made for regular one-to-one relationships between advisor and
teacher=client, but such rElEhQﬁShIPS are only one of several elements
in the Fmgram The adwsar serves as a resource persan to teachers,

/
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He or she chdufts semmarﬁ, visits classrooms, pffers workshops, par- -
ticipates in conferences, and in general, responds to the needs of
novices and experienced teafhera as they work together in a.local
school setting to enhance the Gppartumheq for learning in all cur-
riculum areas.

The Integrated Day ngram 1§ intrinsically linked with the Uni-
versity, Thus, the preservice, and inservice education programs form,.
a continuum; interns are senf to inservice tegchers who share a philo-
sophical and experiential base with others in the Program. Admin-
istrators also take courses, attend workshops, and\provide leadership
when appropriate. A strong sypport system is built in this way.

To avoid any feelings of isglation and to ensure economic feasi-
bility; the Program requires th§ a minimum of two teachers and one
administrator participate actwjly each semester. Expectations on the
part of .the school as well as the Program are clearly specified at the
beginning of each semester and in conferences thmughnut the

semester. |
Further bhe F’mgram fuﬁc’tic’m% ELcmDmically becauqe c\f its Uni—

dE\ft’:te mstru;tmgﬂqj. tlme and energy to both the uﬁdergmduate and
inservice participants. All of the participants serve several functions:
They are learners, colleagues, and instructors, depending on the per-
ceived needs in a particular situation. Teachers serve as resources to
each’ other as well as to their interns. Few outside consultants are
sought or needed. Program faculty, doctoral students, resource per-
sonngel, and local school personnel serve the system, Relationships are
mai}fained over a period of at least three years. This commitment
on the part of the schools and the Umverslty provides security and
the opportunity for all participants to- grow slowly and consistently.-
Follow-up of events and activities is always provided. There is no
need for one-shat 15D13ted experiences :

Courses and other learning experiences, make use of field sites.
Some courses are held at the University, biit many make use of space,
materials, and time contributed by the %choolq as part of their commit-
ment to the Program. :

The Integrated Day Program subscribes to the process of diagnos-
ing, designing, and rediagnosing from a child’s failure or success, but
it adds several assumptions that affect the way the Program interacts
with its clients. A major thrust of the Program is toward self-djrec-
tion; to this end, all learners are involved in decision-making about
the design, implementation, and evaluation of their programs. A cen-
tral conviction is that learning is the discovery of persmml meaning,

1z
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L3 -
ing teachers and learners to diagnase %trength‘ uncover possible next
teps, articulate aims, generate goals, create learning experiences, se-
ect resources, design environments, and ‘evaluate growth. Because
people learn to do by doing, learners are actively involved in solving

real pmblem% Lea, ,,,,,, g is viewed as a part of Emwth whu:l{ takevs

\.-- ’Jﬂ\

. stréﬁgihs hat they may bmld on qucc,egq ;md grow in a pDhlthE

direction. Anademu skills are valued and used as tools for solving
real problems.

In the Integrated Day Program we believe that teachers will begin
to take full responsibility for the curriculum development part of their
jobs as universities and school districts form collaborative relation-
ships, make decisions cooperatively, and support one another
mutually. : '

Curric lum Development in Teachers” Centers

Kathleen Devaney

eachers’ centers have sprung up almost spontaneously in school

districts in all ;arte; of the United States over the past several years.
They are responses to thé pFESSUFEE on elementary school teachers
to refresh their prof n the face of profound changes

in schooling: New LLIfI’lLLl]LlIT\ pl; l ess reliance on textbaoks, work-

books, and the teacher’s lecture; it varies EEUE']ECE matter, learning

style, and learning pace in each curriculum area. Racial desegrega-
tion and mainstreaming p lc es, and drops in school district popula-
tion and finances have brought about large increases and qualltahve

changes in classroom populations.
There is no one rm:)del for a teachérf’ center, Each Ei’ﬂEDdiEq Lmique

serve a \NthE school dlStI’lLL a hsw serve ,:E:VEral dl‘;-tflit‘:-, others

draw teachers from just one zone of a district or just one school. Some

centers are mdependent most are school-district or university spon-

sored; some are general in sub]a:t matter, others concentrate on a sin-

gle subject'such as math. A few have served substantial numbers of
secondary school teachers, especially those in junior highs, but most
cater to elementary school teachers. A center typifying the whole
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range of American development of th's new institution does not exist,
but in general, centers combine curriculum development and inservice
education. Four other characteristics tend to typify teachers’ centers:

* They offer teachers fresh curriculum materials and/or lesson idea
emphasizing experiential, exploratory, frequently individualiz d
ilsssfﬂﬂm work-—not textbooks and workbooks. :

matenals, adaptmg district- pmvxded matenals and Ex;hangmg
teacher-developed materials, :

® Teachers’ center instructors are themselves classroom teachers,
sharing their own practical, classroom-developed units or strategies;
or they are advisors—formerly classroom teachers—who view their
job as st;mulatmg, supporting, and extending a teacher in his or
her own directions of growth, not implementing a new mstrtﬂ;ﬂnal
model or syllabus,

® Attendance at a teachers’ center is voluntary, not prescribed by the
school district. If indirectly required (forinstance, as a way to spend
inservice time or to earn salary-advancement credits), programs are
based on teachers’ expression of their own curriculum development

or training needs, and several chéices are offered.

Although British teachers’ centers have had a strong influence on
the practice in American teachers’ centers, our centers are not an im-
ort from Britain. They have roots in native educational viewpoints
and experience, particularly in the body of practice that views the
child’s education as inseparable from the whole context of the child’s
experience in family, community, and environment, and that thus
attempts to-make schqoling draw from life at large. In classic Dew
ism or progressivism the social aspect of experiential learning' t
precedence. As a result of the curriculum development movement of
the 1960s, with its emphasis on the learmng theories of Piaget and
other cognitive psychologists, the educators who have founded teach-
ers’ centers believe that teachers can use their students’ surroundings
to F ltate students’ intellectual growth as well as social growth

oy

W'

by providing natural, playful but mentally stimulating, teacher-moni-
tored interaction with environmental objects, living things, and situa-
tions. ) :

Early teachers’ centers were created as work places where teachers

Cauld leam thmugh d =it=yDur5’E

lf Expeﬁe 1Ice hgw to traﬁsfarm the
—in thé reverse pm«;esa—hﬂw ta translaté éurru:ulum mandate% mtn
experiences the child could recognize and respond to. Creating multi-
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ethnic curriculum materials and language 'rts experiences for class-
rooms - undergoing desegfegatmn has been a common priority for
teachers’ centers.

Teachers’ centers might be viewed as an expression of another
trend that began in the 1960s—the deschooling movement. Teachers’

- centers are a classic example of what Ivan Illich (1971) in Deschooling

Society called “learning webs” or networks:
I believe that no more than four—possibly even three—distinct
“channels” or learning exchanges could contain all the resources
needed fﬂf real ]E.arnmg The chl]d grows up in a wur]d DF things,

fmds PEE!’S ‘who challenge him to argue, to cgmpete to Lagperate aﬁd
to understand; and if the child is lucky, he is exposed to confrontation
or criticism by an experienced elder who really cares. Things, models,
peers, and elders are four resources each of which requires a different
type of arrangement to ensure that everybody has ample access to
it. .

What are needed are new networks, readily available to the public and
designed to spread equal opportunity for learning and teathmg (pp
76, 77) : -

Is it contradictory to describe the teachers’ center both as a move
to reform education and an example of doing away with schools?
Cremin (1976) emphasized that we Americans need to reformulate
our view of education so that people and institutions that attempt fo
enrich and embellish schooling, through conscientious use of other
opportunities for learning in the natural and social environment, are
rmt VlEWEd as Qppgsmg the Fgrmal school gy;tem Raﬂis 'hese en-

legntlmate CDmpGﬁEﬂfs QE a w1dgr mﬁﬁguratmn c:E mstxtutmnstfam!“
ily, church, libraries, museums, television, organized work—that edu-
cate, not haphazardly but quite purposefully, throughout our whole
lives.

lum but alsc: medlate,” ”screen and mtérpret” (p 23) the teaﬁhmgs
of all the other educative 11151:114‘1.1\t1(3ﬂE But he aptly described what a
teachers’ center does as it undertakes to invent or refresh curriculum.
The successful center not:only offers its own curriculum to the teach-
er, but it selects, explains, combines, and heightens pieces of curriculum |
available from the university, the library, museums, the natural en-
vironment, local government, and parents and citizens.

jg;,.
Iy
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lum develapment task is neyer- Eﬁdmg, ;md it rust be’ teacher mvu]v-
ing; it must be immediate arid concretely practical but long-term and
thought mddcmg as well. Where school desegregation or mainstream-
ing creates a multiplicity of learning backgrounds and styles in a
single classroom, a teacher must continually collect, adapt, or concoct.

- new curriculum materials to fit particular children and to help children

understand and value each other. Curriculum development for such
classrooms must go hand in hand with inservice education, and
neither can properly be conceived only in terms of rejuvenating shots
from experts.

It would be silly to maintain that all teachers are ea ger, self-renew-
ing students of their profession and pra;hced inventors of custom-
made curriculum. But the vast lot of teachers want to do their job
better, and they understand that a succe szul lesson is not 51r‘np1y an

“expert’s packet of subject matter, but a blend of subject matter, the

student’s léarmng status and style, and the teacher’s teaching style.
Teachers’ ‘centers show that it is not visionary to expect ordinary
teachers to work hard and voluntarily, pmvnded they can get‘ help in
revamping their own curriculum. .

The basu stock-in-trade in many teachers’ centers is a “make-it-

and-take-it” workshop: Teachers construct some new child- appealing

lesson ard take it back to their classrooms. Emily Richard, director

of the Learning Center in St. Louis, points/g
A make-and-take workshop can be gimmicky, but it also can be real.
And it's a start for teachers who have never.had a hand in their own
curriculum. Going along with the making, there needs to be a lot of
¢ritical discussion, but in the context of something that's real to teach-
ers. Curriculum materials are a way of communicating with kids, and
50 also of communicating with teachers.??
Communicating over curriculum—literally choosing, adapting, or
developing materials—is a way of diagnosing what teachers need; [t
is more accurate thaﬁ gén(‘ :ah;nzd necds assessment instrument.

When a tmghgr ha, a question or a ;mblnm and has formulated it,
then there's a place for outside information and ideas. Until then she's
inundated with information she can’t hook up with anything she’s
familiar with. One instance or episode is not a problem. Part of the
ion has to be teachers clarlfymg for themselves what

professional
the problem is17

15

3 5t1t€d in a conversation w1th the author,

1
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porting almost always involves -
remventmn of curriculum matermlr Innuvatmn and indiv’idualiza—
tion” take tirhe to rethink the students’ needs
tent, and the teachers’ capability. A St. Louis tmLher Pat Buddt de—

scribes what she needs for ctirriculum development:

1

3

|

Flooding teachers with information is the flaw in a m;ﬁcul‘um

s of curridjlum to fif

If 1 am, in fact,” poing to select appropriate pie
my own students, my basic need is to have a variety of resource people
whose practival experience I can respect, and the .lblhty to use onc of

those people, nat in a one-shot workshop but over time, in as much
depth as I am ready for. It takes more than two da ys or a weekend
or a month to put together curriculum. You have to use resources, re-
flect upon what happens then with kids, and go back and revamp what
you're doing.'? ’

n substantial

materials resource center, which is no more than a storchouse of “vali-

dated products.”” What teachers need is supportive, angtru:tively
critical help in importing new ideas into their soms. Such im-

Next to jts priority of providing appropriate and significant learn-

ing materials and experiences for children, a teachers’ center holds a

nificant others” for the le earning teacher.
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Advisory, Intercultural, District-Focused, and
Other Models

E. Brooks Smith

Tr‘uhtinnal ﬂupvrvi;nrv 'L:yufemq lm,\ft: hecome in some districts

—1 !
‘ -
- s, i

priority of guaranteeing teachers “a measure of educative autonomy”’
and helping teachers develop and pursue their own educative style.
The teachers’ center aims to weave a “network of educationally sig-

a

ers and small
groups c:f h:—-achij,rs xvurk;lng out thc—-lr curriculum and instructional
problems and questions. Thus, school distfiet staff assist teachers
self-assessment and peer assessment and -evaluation of the impact

in
of

their curriculum planning and instructional strat tegies on students.
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’ These ”adwsars assist teachers in Ccﬂ e«fting cnbjectiv’e daté on’ teacher

currlculum dEVElemEﬁt pmcess and prr;wxdmg Easy access tD the

-materials the planners need.

The Teacher Center as a Consultant Service and +
Advisory System

Some teacher centers,“for example, \have a telephone consulting

_service for teachers. Others are developing small-scale teacher re-

source centers in local schools or in a central location for small clus-
ters of neighboring schools. The advisor or tutor concept has been
adapted to the supervisory role in. some settings. Often advisors are
drawn from the teaching staff itself; in some places the role of advisor
is rotated on a one- or two-year basis among the teachers of a school.
Such personnel become a curriculum development peer network en-
couraged and supported by the administration although usually not
chosen by it. In at least one instance these -peer advisors are given
time to become well acquainted with the materials and resources of
their district’s large, combined teacher center/media resource center
and to serve as a daily “go between * for the teachers, carrying new
ideas and news of the center’s activities to their peers. They also serve
as an advisory group to the center director for planning “‘make and'
take" activitigs am:l “idea gtretthing“ programs.” 1 :
cluster of local district teacher centers that have a lgcal adv;smy staff
of curriculum leaders is to rotate thecurriculum leader post among
teachers in a local school every two years. Those teachers interested
in curriculum leadership are nominated by the faculty and given time
to work at the media center and their local teacher center as a con-
sultant or advisor to local schodls for the two-year period. During
that time they are involved in a curriculum leadership training semi-
nar conducted by the regional advisory or supervisory staff with in-
volvement of local university staff.’?

Angther possibility is to locate a center in a school where Expen—

18 Drawn fmm unpublished material by‘:N ancy Murray, Teacher Center, Wind-
sor Separate School Board, Ontario, Canada.

17 Drawn from unpublished material by ‘Bryan Taylnr West Glamorgan Educa-
tion Authority, Wales.

17
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mental curriculums are being tried and tested. Through the center
this research-and-development laboratory school is then linked to a
network of cooperating schools working out various aspects of the
new curriculum. Téachers in the experimental school become the con-
sulting teachers for the network. One day every week or two they
visit networkschools while teachers in those schools are given time

to visit the experimental school or another schdol in the network to

observe and participate in mutually planned curriculum development
activities.'

Locally Focused University Graduate Programs—Professors
as Advisors

The graduate course, like the school district workshop, has been

roles and positions in education. However, there have always been

. graduate courses that have purported to help teachers in curriculum

development and instructional improvement. These courses have come
under most attack. Recently many teacher education institutions have
reformulated them under the rubric of “on-site” or “locally focused”
curriculum develépmient programs. The experimental courses range
from a series of credit-bearing and locally based workshops or prac-
ticums to clusters of courses and seminars offered in school commu-
nities where the geography, sociology, culture, politics, and economics
of the community are studied in relation to seminars and practicums

for developing locally relevant curriculums or infusing snew curricu-"

lum and instructional ideas into existing school programs. The pro-

‘fessors take on a local advisory role in such collaborative enterprises.

o

{ o
Intercultural Inservice Teach-In Exchanges—Teachers
Adyvise Fach Other

Another trend is multicultural and intercultural inservice programs
being developed in some Teacher Corps and bilingual education proj-
ects as well as in the comparative education field. Such programs
often include “live-in”’ teach-in practicums that heighten the perspec-
tives of pairs of teachers from different settings as they analyze dur-

18 Based on a report by Diana Jordan, Research and Development Laboratory
School Program, State University of New York at Potsdam,

lf ' iV
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ﬂ

ing a two-to-three week intervisitation period the Lultural reasons for
the differences in their curriculum and methods. Such an experience
not only sensitizes a teacher to another culture’s education effort; it
also causes th \t teacher to be more open to change in viewing the edu-
cational program of th. home schnnl " This inservice approach is a
refmemer\t of the old teacher intervisitation day, strengthening it with

Cultural and persnnall;{mg dl ns that ﬁmtlvate the rtthlnkmg f:

DﬂES.‘
Locally Focused School District Programs

There has been a move in recent years to concentrate curriculum
d¢velopment efforts in one school faculty at a time. It has seemed
sbciologically sound to involve all.school personnel in the initiation and
development of curriculum change. Often compromises have to be
made to gain everyone’s commitment; but compromise is thought to
be béttér than c:rea'tiﬁg diwsn:m’ among. the facu]ty’ as S;r’r’lall pnckets
1mpede advamement .

To reach a compromise or a consensus for curriculum change, time
is needed, especially professional time, work-day time. Resources are’
also needed, easily accessible to teachers. A team of advisors is oriented
toward working with a particular school’s faculty. The advisors then
become a part of the school staff 'for awhile to work with the faculty
on curriculum and instructional problems. They “live in”’ long enough
to get the movement for change well established. Then_follow-up
sessions at later intervals can be effective.

Some secondary schools in ﬁri’tain have attempted locally focused
curriculum development projects to comply with the goals of mixed-
ability teaching or ihtegrated studlesg In the Umted States many
Teacher Corps projects have explored locally focused inservice cur-
riculum development. This approach is compatible with involving the
local community in curriculum development planning. The advisory
teams can move me school to school and concentrate their ef-
ng long enough to help a faculty assess the results of its

in both sEthngs is in progre

20 Drawn from unpublished material by William Greenwood, Wigan Education

Authority, England.

17
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Professional Association Models ™

Professional organizations have been, in the past, agents for teach-

or involvement in curriculum development to some ex

T

tional, state, and regional conferences, workshops, and topical semi-
! ool personnel with guid-

—_

nars and theit publications have provided sch
ance for improving curriculum and instruction based on research and
deliberation. But these mechanisms have never really ac tivated teach-
ers toward organized curriculum development. Their one advantage
has been that they are free and open (in the sense of the freedom of
the press). Teachers are fre® to read them and act or not act on their
recommendations. .

An example of the direct involvement of an association in local cur-.
riculum development was the Curriculum Study Programs launched
by the Association for Childhood Education International a number of
years ago. The programs were organized around a different theme

each year. Inservice materials were prepared at national headquarters
and distributed to | acal branches, which then set up voluntary work-
shops in some local districts.

A consortium of professional and teacher nrgamgatmns could re-

vive this model and create a national network of curriculum develop-

ment activities. Professional publications could be used to report,

%har‘g—‘ and disseminate the work of the network. By this means and

others the profession could begin to regain some rightful control over
the chaotic situation of present-day curriculum development.

Perhaps the time is ripe to extend the professional organization’s

role in curriculum development to being the key catalyst for involving
teachers. [t has even been proposed that teacher organizations with
other professional societies take leadership at local, state, and na-
tional levels in proposing curriculums and devising the collaborative

m&mé by’ w’hirh teac Lr Jdi'ﬂiﬂi“tfﬂt(’)f%, mmmunity autharitiévé and

2z

terdisciplinary and Integrative Models "~

Subject integration arises from the desire to pursue topics of im-

mediate interest laterally over a widely defined arca. It seeks to give

greater cohesion to the urricalum as a whole at a time when the curric-

1 Drawn from unpublished material by Mm’\mr- 7. Cohen, Aswnciation for
Childhoad Education International, Washington, D.C
2 Deawn from unpublished mate rial by Antoinette Washington, University of
+ Maryland at Baltimore. .
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ulum has become dangerously divisive and when, all too often, no clear
pattern emerges from the separate pieces of the jigsaw. It strives to
develop whole personalities by restoring some of the wholeness to
knowledge. It is achieved by regrouping the standard subjects, or cer-
tain aspects of them, in a fashion more related to the world in which
the student lives. It is a more rational and humane approach to cur-
riculum design.than division of knowledge into isolated subjects, com-
pletely arbitrary to the recipients and their present social setting.
Specialization and fragmentation in the larger world of knowledge

" have had their concomitant effects on the curriculum. The influence of

the subject-matter specialist has been too persuasive. Insufficient at-
tention has been given to the needed interrelation of studies, and the
relevance of school studies to the life of the learner and the problems of
the, larger society. If the curriculum is to have relevance for social
problem-solving, a new synthesis will be required. The challenge to

“curriculum designers will be to include inquiry, research, and dis-

covery methods as part of the learning experiences of youth.

For generations students have learned to view the world generally
in separate entities, with little understanding of how things are re-
lated to each other. For example, environmental degradation, whether
it be through air and water pollution, atmospheric nuclear tests, or the
misuse of the world’s natural resources, is multifaceted. These types
of issues require teachers to-be more global in their teaching so that
students will understand the need to interrelate. Two more examples
are cross-cultural conflict ‘amd intergroup conflict, which are localized
problems only in terms of space and time; the implications for all of
us are not limited. John Muir’s statement concerning nature—""When
we try to pick out anything by itself, we find it hitched to everything
else in the universe” (as quoted in Guild, 1973)-—should be no less
true for learning situations that are part of the student’s experiences
in'school. We as individuals experience integrating in, our everyday
lives, but often it is difficult to separate out all the stimuli that bom-
bard us—the aesthetic, cognitive, philosophical, poetic. An integrated
approach to curriculum helps both students and teacher recognize

- and understand those stimuli as parts of the whole.

The critical element in an integrative type of curriculum framework
is the emphasis on process education. It is becoming increasingly ap-
parent that an educative structure must move from a static, traditional, .
rigidly defined set of facts and concepts to a more dynamic, continuous
process of learning. Schools must teach learners how to continue
learning. This approach to school curriculum stress s the personal
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development of the individual in relationship to the knowledge.

Moreover, this philosophy calls for a closer working relationship
between students and teachers in designing and implementing the cur-
riculum. The schpol community plays an important role in the de~
signing of activities for students. The school becomes a vital organ
in the living community, and teaching is stimulated by its importance
to the community. In effect the school demonstrates its worth by con-
tributing to the community.

istic of life it-

If the curriculum is to have an authenticity characte

self, then interdis
opment need to provide a yield beyond the sum total of the individual
disciplines. Methods for insuring integrated results need to include
surveys of what concepts students have learned, techniques for getting
student feedback, mechanisms for getting community input and reac-
tion, and multiple objectives combining the cognitive, affective, and

iplinary and integrative modes of curriculum devel-

psychomotor domains. Following is an example of multiple objectives:

* oxpressive objectives, which reconstruct the modern concepts, at-
titudes, and peneralizations that need to be encountered, formu-
lated, and expressed by learners—statements of the ideation ekpected

. Auto engines interact with the environment; trade-offs are

such
required;

* sffect objectives, which infuse feeling, valuing, and judging dimen-

sions into the expressive objectives;

. objectives, which state the inquiry procedures that need to

=

P
be used by learners to accomplish goals, such as classifying, ana-

lyzing, inferring, valuing, etc;

ribe the manipulative and memory skills

* skill objectives, which de:
accomplishment, such as mapping and charting skills or

content reading skills;

action objectives, which propose behaviors that could enact the
ideas being developed within school limitations, such as a school-
yard environmental cleanup; '

® management objectives, which altow for learning to be accomplished

individually, in pairs, or in small or large groups.

An interdisciplinary / cross-disciplinary / integrative, problem-cen- .

tered cdsriculum may not be possible, but at least a careful evaluation
“can be made of more traditional curriculums as they relate to relevance
for survival in today’s society, and the unifying questions of hu-
‘manity’s predicament on this small island, Earth, can be addressed.
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Models for Adaptmg Formal Curriculums to Local Schools
and Classroom Situations J

During the last couple of decades there has begn such a proliferation
of packaged and programmed curriculums that there is almost a glut
on the market. Many of these curriculums present interesting innova-
tions, but they are'too universal and uniform. Teachers have to make
local adaptations or run the risk of creating learner boredom or learn-
er failure hemu;e the materials are either irrelevant to the backgrounds
of the learners, too difficult, or too easy. Many subject-matter text-
books have too high a concentration of complex concepts per lesson,
which creates a concept overload for learners. TeacH®ts then have to
break down the lessons to introduce concepts more slowly, with ex-
amples and related experiences. The teacher has to plan in terms of
different levels of thinking in the learning group and plan optional
activities. Some of the packaged supplementary materials tied to text-
bc’mk f.yfte'm-; help to a]ieviaté theqe si'tuaticm but packaging for

ID&EFVILE cut‘n;uium dLVEImeE‘Dt pmgmmg need to consider adap-

tation as part Gi;?éir mission with teachers. The teacher center has
re adaptation can be done. Indeed, in the Bri

5§tt1ng,} SL}IGBIS Council-generated curriculums take the simple f@rm
of guidelines for teachers. Teachers use teacher centers to develop their
own activities and materials to implement the curriculum ideas. For
example, they create trail guides for local field trips that will illustrate
concepts that the curriculum guidelines set forth for learning. The
trail guides are usually of a discovery type that learners use independ-

:F‘

4=

,/'

(ently on the field trip. Developing activity cards and small contracts
“aids the teacher in personalizing and localizing the curficulum as well

as in differentiating assignments.

Some textbooks and curriculum publishers are involving teacher-
educator writing teams il preparing the content and materials. ‘:mme
enterprising school districts have involved teachers in develapmg cu
riculum materials that the districts have then published or packa ged,
The use of many texts and supplementary materials has help ped to re-
solve some of the dilemmas in using formal curriculums. In the 1 main,
teachers see the need.for their students to have optional assignments
and activities that allow for some learner self-selection and/or selec-
tive guidance by the teacher. #

If the’ teacher established the practice of introducing textbook as-

signments reatlvplyg each kind of thln]xmg4mf‘mury LDmprehe nsion,

R
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application, analysis, synthesis, and eva]uatmn -could be taught. De-
vising higher level questions or appealmg Gptlgnal activities cogd
enrich conventional lessons. .,

Although packaged materials are usually sequenced, they sometimes
can be broken up and organized in different fashions to suit particular
learners and learning groups. Sometimés they can be integrated into
teacher-developed materials that have relevance to the local setting.

Local rede?gning and packaging of formal textbook and packaged
materia]s can be a first step in Eﬁtﬁuraging téachérs to rétnnsidetpthe
creatlve ways to use fDrmal maténals in reachmg thexr mstruc;tujnal
DbJEEtIVES can Eantrlbute 51gmf1car1tly tD the tea\:hmg efw;pertlse DF Fel=

sugh materlalslcaﬁ g?adually gain CanldEﬂEE as they také suggestmns
from fellow teachers. Teachers working together on practical tasks such
as these can learn to become TISLT. takers and consultants or advisors

to one another.?

' A District-Wide Effort—.
A Center for Professional Growth and Development™

The Detroit Center for Professional Growth and Development, sup-
ported by the state, operates two curriculum and instructional develop-
ment laboratories in reading and in mathematics that have an extensive .
outreach capacity through a team of consultants drawn from the teach-
ing ranks as well.as from university and school staff. The consultants
are available to individual teachers, groups of teachers, and school-
faculties by appointment or by planned program arrangements based
on the EXPI’ESSEd needs of clients. A school-based weekly seminar and
workshop on a vital topic such as improving reading comprehension,
with Elagqrgam follow-up, can be scheduled; or a teacher wantipg some
practical help—for example, in teaching the multiplication of fractions
—can confer with a consultant. The lab@ratunes are alsg™staffed for
drop-in assistance to experienced teachers, teachers in training, sub-
stitute teachers, paraprofessionals, and administrators. In addition,

23 Dréwn from unpublished material by LDmE f_amp, Florida Atlantic University,

Boca Raton,
#+ Drawn from unpublished maferial by Jessie Kennedy, Theresa Lorio, and
Doria Chennault, Detroit P'r Dféfﬁl?qﬂal Growth and Development Center, Michigan.
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the Center has . fullsﬁme inservice Eﬂnsuit ts in four model schools

- exploring different ways that a professional develapment center can
- influence a total school sefting. B

Although the C Center is housed in the College of Education at Wayne

" -State University, it is a school district/éducational community enter-

prise taking place all across the city of Detroit. Its Governing Board
:Dns‘uf the leaders of the teachers union and the administrators
unio e General Superintendent of the Detroit Public Schools, the
Supetintendent of the Wayne County Intermediate School District,
and the Dean of the College of Education. Each institutional repre-
sentative has the power to veto proposals for policy -and program, In
practice, however, no vetos have been cast, and programs and activities
have been mounted with full support Ererﬂ the parhmpatmg institu-
tmns .and organizations. é
*
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f Breakaway to

- Multidimensional Approaches
Roy A. Edelfelt and E. Brooks Smith

A major conviction of this book is that curriculum development and
inservice education are inseparable functions if school improvement is -
the goal. That is, curriculum development cannot take place without
inservice education, and vice versa. Equally important, participation
in curriculum development (and instructional improvement) is inserv-
ice education. o ,

This conviction has major consequences fof"teachers, students, ad-
ministrators, and parents. .

A major conclusion of this book is that curriculum development and
inservice education must be multidimensional—that they need to re-

sporid to all the factors that influence the people and circumstances

oF school. There is no longer in education a“valid linear progression— -

no input-throughput-output, no planning-implementation-evaluation,
no resean:h——deye_l‘opmentsdissemination—application. Learning and"

 teaching are to6 complicated to be reduced to simplistic sequential

r

steps, and, they are too dynamic to be considered in the usual research
moue.. '

By “multidimensional” we mean that a great many factors contrib-
ute to determining what a school program becomes.>Such factors are
not static and constant but continuous and vitied in the way they in-
fluence school curriculum. Also, such factors come from inside and
outside the school. For example, the problem of helping students learn
depends not only on what the teacher judges to be appropriate (even
assuming theré is substantial student input to s;i‘;h a decision) but
also on parents’ values, attitudes, and support for what is being taught,
the political attitude of the electorate toward school, peer-group pres-
sure, a teacher organization’s collective-bargaining position, etc.

v
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_Therefore, Endiﬁg'_clas;uré for a book like this one is difficult. We

. choose not to draw conclusions. We may be at the beginning of some

major reform in curriculum, but it is certainly premature to outline a

" 'new theory. Mdre trials are needed. L

“But if indeed this book marks the beginning. of a.major reform
‘movement, what is its method? Each major curriculum reform move-
‘ment has developed new method appropriate to its approaches, view-
‘points, and content. The new method has become the means for trans-
lating the reformed curriculum into practice that better realizes its

- aims than past method did. The “Three Rs” curriculum used recita-

tion and blackboard and written practice exercises as its chief methods.
The Progressive Era followed a Dewey life-experience curriculum and

" was implemented by the problem-solving approach so ably-illustrated

by Kilpatrick’s Project Method. Further illustrations are the Activity-

" Unit method in early childhood education and Core curriculum for

older children. We could go on with illustrations from the 19605 and
1970s by citing approaches stimulated by the work of Skinner, Bruner,
Piaget, and others, Our agenda here, however, is to ask, What might
the method of the new multidimensional curriculums look like, given
the premises advaneed in this book?

..The new strategies for curriculum development, such as using class-
room research, involving collaborative (profession, students, commu-
nity) study teams, developing program in situ, and beginning where
teachers, students, and community are, are multidimensional and ec-
lectic#So method too will be multidimensional and eclectic. It will de-
velop from the situation and draw on educational knowledge and con-
tinuing school-focused research. Objectives might not come first. They
might not even be considered in the conventional sense. Many teach-
ers begin to think about what they are going to teach, and how, by
coming up with an interesting teaching idea while driving to school or
on the way home or during a break. They say to themselves, “Now
that would be fun to do. Youngsters would latch on to it. I think I
could get a lot of mileage out of it.” Then comes structuring of a plan
or strategy and perhaps some thought about the general school objec-

 tives that the activity might meet and the kind of work that students

might complete. Sometimes these teaching ideas come from texts, col-
lege classes, workshops, etc., but most seem to stem from the general
professional Knowledge and know-how of experienced teachers. If the
plan does not. work, it is altered during the teaching episode. Some-
‘time3 it is abandoned. The responsive teacher senses the right moves,
This way that many teachers work has commonsense wisdom. Cur-
riculum development and the exploration of method should be geared

777777 B hai d
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" more to the way teachers work. Some formal i@vesﬁgaiign% of process -
- would be useful in the next phase of curriculum reform.. -+ :

But method cannot be'just anything that teachers.do if it is to reflect -
multidimensional needs. It needs to be open-ended and include options

for the learner and teacher.

There are many teachers, many learners, and many different educa-
tional situations. Multidimensional curricilum and method must ad-
dress all of them. coo T

A person’s individual construct,”® with its wealth of personal and
generalized meanings, affective connotations, and imagery, is mult-
faceted. Given a group of teachers and learners, there will be a multi-
plicity of personal constructs, all at different stages of developmental
sophistication. Obviously there is needed a concept of curriculum con-

* structs to which clusters of optional, appropriate, and relevant methods

are tied.

" Curriculum constructs, unlike the unit-project plans of the Progres-
sives or the curriculum modules of the advocates of behavior modifi-
cation systems, have situational descriptions, multiple objectives in
several domains, interdisciplinary content, and optional methods.

Situational descriptions deal with characterizatjons of the profes-
sional, the community, and the student, including their perceptions of
goals and purposes (and the accompanying rationale) in a certain
teaching-learning area; syntheses and compromises of these percep-
tions as a result of dialogue; and available resources and materials.

Surveys of students’ concéptual frameworks and interests are made
and assessed. In sum, there is a joint commitment before gging ahead.

Multiple objectives entail professional staff’s projecting and expand-
ing goals into thought and expressive objectives, process objectives,
skill objectives, management objectives, action objectives, and assess-
ment and evaluation objectives. Interdisciplinary content and miti-
cultural approaches and viewpoints need to pervade these objectives.

Optional methods are suggested in guides on teaching strategies and
learner tasks, from which teachers and students choose. They then in-"
terpret the strategies and tasks for their own situations. Through inter-

school and district networks the options are augmented, altered, di-
minished, or replaced. Curriculum development might begin with any
one of the options and proceed to the others, in no particular order.

.Some examples of these new processes of curriculum development
and of téaching-learning method are to be found in the preceding
chapters. Light (Chapter 3) and Gough (Chapter 7) show a collabora-

7

" 25 This concept is an extension of ideas developed by Kelly (léé:{),
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- tive_protess: of .curriculum development” using open-ended teacher
"guides that offer ‘many optional routes to teachers and learners,
- Gough’s reconsidetation of the Schools Council strategies adds a new
critical step to the process—a school<focused strategy with key ques-
tions for-the collaborative group to consider as it becomes involved in
an open-ended national curriculum effort,. Method as conceived in this
_approach is eclectic with a persuasion toward methods that ensure open
inquiry, choices, and student commitmenit, ' ’

" Chittenden, Charney, and Kanevsky (Chapter 4) and Tikunoff,
‘Ward, and Stacy (Chapter 5) deal with two different action-team-
research approaches to evolving new curriculum and method for spe-.
cific school situations. The approaches become universalized yet adap-
tive as more and more teams participate in ecological or personalized
research processes and share results through networks. Method in their

views seems to be eclectic and experimental in that findings from class-
-Toom research studies are interpolated into curriculum and method, -
tried, and researched again. That which is supported by the findings
is put to work. Grant and Melnick (Chapter 6), who inject multicul-
tural education as a great priority for curriculum development, add
" new affective processes and method that have to be included in the

~ changing curriculum picture. :

Apelman (Chapter 2) and O’Connell (the brief description in &hap-
ter 8 of developing curriculum and method from children’s questions)
both suggest a methodology that is open-inquiry-based, fluid, and
permanently changing. In the Mountain View Center for Environ-
mental Education approach, the curriculum and method follow the
lead of the teacher’s intellectual pursuit and method of inquiry. From
an inquiring teacher’s ideas in contrasting new phenomena and trying
to make sense out of them, flow energy and method that take hold in
the classroom. ) o .

Put the new personal curriculums together with the new forms of
method, and the alchemy might just yield the gold of continually evolv-
ing but congruous curriculum development.

More thought, discussion, and trial must take place. It may be help-
ful to identify a number of characteristics and circumstances that
multidimensional curriculum development and inservice education re-
quire. Many are illustrated in this volume.

1. Goals and purposes. Goals and purposes are developed by those
concerned and affected, and made public. Goals and purposes serve as
a basis for planning, Present also are devices and procedures for self-
correction and continual review. Goals and purposes are - - - t.e same
for each student or teacher. They reflect im{viduality. Eva. 1Hon pro-

1%




BREAKAWAY TO MULTIDIMENSIONAL APPROACHES . ..1851.

consistent with and related to goals and pur-
- poses, and both ch onstantly. Tjje system is flexible, the mission
clear and achievable. . ” ’

2. Context. Curriculum development and inservice education are

" part of a school milieu, a larger context. The context has an ecological
" balance; a change in one element affects all the other elements. Struc-
ture, organization, budget, administration, etc., are all part of the con- -

3. Cultural pluralism. Group diversity is fostered and capitalized

~6n. Provisions are present to combat provincialism, to recognize and
*ericourage differences between and within. groups. Traditions and
values of various ethnic and cultural groups, as well as those of na-

- tional groups, provide the subject matter for comparisons; they also

“help enhance individuality. Internationalism is increasingly with us as
transportation -and communication become more aécessible and less
expensive. g . " e
- 4. Readiness. The most propitious moment for Jearning exists both
in people and{in- time. Readiness is recognized as.a matter of attitude
and a functidh of ability. It is influenced by climate (social-psycho-
logical). Capitalizing on readiness is a matter of timing.

Choosing to participate is primarily voluntary, Where pressure
exists, it is group pressure or the pressure of circumstances. Produc-
tive pressure gets internalized and becomes intrinsic motivation.

5. Improving school program. The largest unit in which curriculum
development anddnservice education are attempted is the school build-
ing. Building-level efforts focus faculty attention on the composite ex-
perience that students have under the auspices of the school. The
school program is designed to satisfy the needs and interests of a par-
ticular clientele and to communicate with parents whose children at-
tend the school. The focus on school improvement recognizes that the
school is a temporary society in which students spend a substantial
portion of their day for an extended period of years. The social system
of the school is the context in which curriculum, instruction, and in-
service education are viewed.

6. Involvement. The personnel who are affected by a program are
involved in goal-setting, planning, implementation, and evaluation.
Several sources of experience and research underscore the importance
of such involvement. Involvement develops commitment and under-
standing. Both are seen as essential for continuation of productive
experimentation. Not just education ‘personnel, but also parents and
students, are involved. '

» . cedures and criteria arg
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7. Part of the teacher's regula;}’]abg Time is pfcifri;;:led for curriculuni
deyelopment and inservice education. They are seldom add-ons to a

rovement are supported and nurtured: Time is available to listen,
act, think, and reach agreements. Remaining conversant with devel-
ng Helds of knowledge, c¢ontinuing study and thought, maintaining
eral education—all are viewed as legitimate proFessional activities.
. License to experiment. Professiopal staff have a license to experi-
ment. Innovations are discussed and explored in advance and accom-
panied by ‘a_defensible rationale and plan. Authorities customarily
. Waive existing ‘rules and regilations for experimental activity. Au-
thorities recognize that experimentation usually results in more learn-
i,ﬁg and better achievement because greater care g0es into an aci':ivity.
9.:Documentation and evaluation. Collecting information and evi-

7 dence on a program is a regular part of curriculum development and .

mﬁem:e education. Documentation (dataaga”thérigg; reflects goals and

purposes, hut usually it also includes collecting other data’ on a pro-

gram because all valuable evidence ru:;aiﬁnc;t be predicted. Data are, col-
lected from the perspectives of the different participants in a program

LAor example, student, teacher, parent, administrator. Different per-

ilar teaching load. The creativity and vitality to engage in school

%0, CURRICULUM DEVELOPMENT AND.INSERVICE EDUCATION® ..

}ééptinns are seéen as yielding evidence that can expand everyone’s

qhnderstanding and view of what is going on.

' {Evaluation is separated from documentation. It involves continuous,

/rigorous testing of hunches (goals and purposes). Precision in goal-

/ setting and evaluation reminds participants of original purposes, but
opportunities are provided for modifying or-changing goals at various
{ . points as evidence and judgment dictate, -

10. Communication. A good communication system is seen as es- .

sential. The importance of knowing what is going on is recognized.
Keeping people informed is seen as one way to promote openness and
trust. Goals, purposes, procedures, modi operandi, accomplishments,
etc., are major topics of communication. '

11. Institutionalization, When there has been sufficient trial, mecha-
-nisms_ exist to establish policy, particularly policy on process, New
structures and approaches undergird new policy in the form of school
district policy, collective-bargaining contracts, state laws, and state
regulations. New policy is not expected to crystallize fast. While prin-
ciples on which to operate'are being sought, tentative policy (hypoth-
eses) is seen as preferable. It is recognized that becoming too specific
too soon can lock in practices that are still experimental, and narrow
the options of teachers.
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One of the reasons we are reluctant to draw donclysions is that we
have overlooked some of the dimensions of curriculum development
and inservice education. Among the major oversights is the political
dimension. Politics has traditionally been ariathema to educators, but

"“that view is no longer realistic. Education is a matter of. politics as well

as substance. It is political in the simple sense of getting the votes to ‘
carry an issue; it is also political in a philosophical and moral sense—to
the extent that it challenges original conssitutional principles. But that
is for another book—as perhaps are some of the other dfmensions that
we have overlooked. In this volume we present a belg?rc;mg to some
riew thinking .and sction—a wedding of curriculum developmenty

inservice educahon that w111 create ma]or orgamzatmnal change in

as more EFfe:th We see the teacher Eatk in turrlculum det15mn=
making as both a major force in the local setting and a collective force
in state and national educational and political decisions. Teacher power
and influence appear to be the force that will open a new era.of prog-
ress in American publu: education.

E
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. Outline for

R Interactive Ecology-Based
N : Curriculum Development '
4 (Using Mathematics as an Example)

This autli:ie contains quest-fans and suggests activities that shauld

Thrmggjlceut the ﬂutlmg we assume that the interactive team is mvalved
in the generation of questions, design of data-collection procedures,
collection and interpretation of data, and generation and testing of new
_curriculum materials and processes. 2 '
For purposes of this example we have arbitrarily set two limitations
on the curriculum develnprnent effort. First, we have limited the eco-
logical setting to the classroom. Second, we have limited the curriculum
,area to mathematics. With these limitations a development effort might
move tHrough the steps in the outline. v
A. Statement of goals for rnathemahr:s instruction for students and

teacher

1. Student goals
a. Should existing goals be accepted, revised, or eliminated? In

other words, will goals be added, deleted, left as is, or com-
*pletely revised?
b. What implications do answers to question a have in terms of
the broader aspects of schooling?
c. Will goals be stated in observable terms only or in terms of
students’ ex’pectsti@ﬁs and perceptions as well?
2. Teacher goals
¢  a. What should the teacher expect to accomplish as a result of
teaching the entire curriculum? A portion of the curriculum?
b. What improvements should the teacher try to make each time
f the curriculum is taught? How will the teacher decide where
and what to improve?
c. How should the teacher set goals for himself or herself?
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B. Analysis of setting as rglated to mat \ematics instruction
1. Place—the classrqom

a. What are the assets pf classroo¥gs in géneral and the parhtular
classrooms in which the participants are working?

'b. What restrictions are imposed by classrooms in general and
the particular classrooms in which the participants are work-
ing? !

. - ¢ Can physical arrangement of the classroom Faulxtate achxeve=
ment of goals? How? B
]

2. Roles and interactions to be expected / 7
a. What role(s) will the teacher play—for %rnpﬁ, lécturer,

demonstrator, tutor, discussion leader?
~77"" b, WHhich students are expected ‘to work together? For wh what pur-
" peses? : .
c. Which students are expected to serve as leaders? HDW can
this leadership be used?
d. What expectations do students have regarding learnmg math-
ematics? ‘
. What expectations does the teacher have regarding teaching
mathematics?

f. How does the interactive team anticipate student and teacher
expectations, student leaders, and various teacher roles to in-
teract to enhance curriculum? To restrict the effectiveness of
curriculum?

3. Activities )

a. What activities are already available in the classroom that can
be used in the curriculum? By students? By the teacher?

b. What student and teacher activities need to be created? Which

" are most easily created?

c. Based on student activities that are selected, what teaching
strategies (activities) are most appropriate?

d. How do student and teacher activities that are selected relate
to thé TDIE'% expeatahgns and mterachans that prégently exist

"

4, Ten%mﬂs ! :
a. What psychelogical tensions exist within mdwxc&uals and
groups in the classroom? How do these relate to mathematics
teaching and learning? To the pmpc%éd curriculum?
b. What social tensions exist within individuals and groups in
the classroom? How do these relate to mathematics teaching

and learning? To the proposed curriculum?

¥ N I
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C.-Outcomes : T : -
1. Teachet goals S
a. What are the teacher’s goals for curriculum in general and
this curriculum in particular? What goals' are observable?
What goals are based on teacher perceptions?

=~ b. Which goals may change during the teaching/learning of the

. curriculum? Why? What types of changes would one expect
to be well founded? How can their appropriateness be estab-
lished? .

c. Are teacher goals achieved? If outcomes fail to reach Expecta-
tions, why do they fail?

d. What teacl\er=5tudent student student mteractmns are most

pe::tatmns?
Student gnafs

b Qm:e the Eurnculum becnmeg operable, whxch §tudent gnals
- are achieved? Does the level of achievement meet the smdents
expectations? .
c. What helps students most in learning the curriculum—for ex-
.. ample,, ECthflESi. mteractmns?

tent pmcess, etc

3 Nanparticipént—abgerver infDrmatinn

cur durmg the teachmg/learmng gf curnculum?

" b. What are the qualitative effects of various teaching/learning
events on participants? :
¢ What influence does the teacher have on students? What in-
- fluence do students have on the teacher?

d. What events facilitate/detract from the achievement of teacher
and student goals? 3}

e. Are the students and the teacher making progress boward ap-
propriate types of interactions and classroom setting as well
as skill and knowledge acquisition?

4, Trainer ;
a. What are the implifaﬁﬂﬂi of curriculum for the general field
of teacher training?
b. What data-collection techniques do teachers need to learn in
order to analyze setting and.outcomes?

v
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